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ABSTRACT 
 
“How do men express and make meaning of their experiences in an elementary school setting?”  
Gender, sex role theory, and tokenism provided the foundation for understanding how male 
elementary teachers express and make meaning of their work experience.  Male elementary 
school teachers from two Eastern Minnesota school districts, and one Western Wisconsin school 
district, participated in phenomenological research that included personal interviews, and focus 
group interviews.  Participants described their lived experiences through these interviews, guided 
by a loose framework of open-ended interview questions.  Demographics included fourteen 
licensed elementary teachers, grades kindergarten through sixth, with a wide range of ages (27-
61) and experiences (4 years to 38 years), and racial diversity representative of the geographic 
location.  Participants emphasized their entrance into the elementary teaching profession, 
advantages they realized due to their gender, how they experienced working with children, 
experiences related to role modeling, companionship with male colleagues, their desire to have 
more male teachers, and their struggles fitting into a feminized elementary school setting.  Men 
also reported several challenges attributed to their gender and connected to their work as male 
elementary school teachers.  Although male teachers appreciate, and sometimes long for male 
companionship on the job, they are generally comfortable as members of the underrepresented 
gender, and enjoy their work.  However comfortable they are, male teachers do struggle to fit 
into the elementary school setting, and adjust their behaviors in order to minimize these 
struggles.  This study unveiled the contradictory experiences male elementary teachers realize, as 
evidenced in the dichotomy between gender challenges and benefits, in their relationships with 
students and colleagues, and in their ability to be themselves. 
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CHAPTER ONE 
INTRODUCTION 
The history of my experiences and their impact on my development as a male educator 
are important to consider.  These personalize the influence social constructs have on members of 
society.  My personal experiences formed gender specific stereotypes realized during my 
development as an educator.  For the most part, White men, from White communities with 
conservative and traditional values, have modeled these stereotypes for me.  My surroundings, 
and the limited diversity within those surroundings, have created challenges for me in expanding 
my constructs of gender.   
 I believe school principals want their schools to be successful.  A key indicator of school 
success is school climate.  All members of school organization, including teachers, students, 
parents, and principals influence school climate.  Although my perception of gender constructs 
were limited, I recognized the gender disparity found in elementary teaching positions, and 
wondered whether the gender of educators, and the societally constructed stereotypes that come 
along with it, influence teacher relationships, and school climate.  My desire to lead a successful 
elementary school motivated me to understand gender dynamics in schools.  The result of that 
passion is this dissertation.  A historical view of my formative experiences, and my perspective 
of them, provides the reader with an understanding of my biases and privileges.  It also connects 
my personal experiences with the desire to understand the experiences of men elementary school 
teachers. 
Growing Up 
 My earliest formative opportunities, from which I could make meaning of my personal 
experiences regarding gender, came through athletics.  As a young boy, I participated in team 
sports year round.  In this setting, coaches, fellow athletes, or professional athletes provided me 
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with experiences from which to make meaning.  These experiences led me to understand role 
relationships and hierarchies within a homogenous gender framework.  Participants within this 
construct portrayed themselves in a stereotypical masculine fashion.  They took charge, were 
decisive, goal-oriented, strongly motivated to achieve, and did not seem to mind whether 
relationships prospered or not (Freeman et al., 2001).  Those in charge made decisions without 
dialogue or debate, disseminating their decisions directly.  A look, a gesture, an order, all of 
which typically came through a hurried exchange, were the visible modes in which leadership 
presented itself to me.  This transactional approach contained a focus on task accomplishment, 
and teamwork, and used a direct approach with the reward of public accolades for goals met 
(Chin et al., 2007; Freeman et al., 2001).  The early development of my framework regarding 
how others worked together came from a construct modeled by men.  Experiences such as those 
I realized as an athlete, continued during my high school and college years.  The lack of diversity 
in my life, within my various activities, and the people that surrounded me, led me to make 
meaning of situations from a myopic perspective. 
The Military Experience 
 During my college years, money was short, and taking a break from college to earn 
enough cash to go back to school later, began to loom over me.  Another option, one that would 
create the necessary funds and allow me to stay in school, presented itself to me in the form of 
the Army National Guard.  Directly after my final exams sophomore year, I departed for basic 
training at Ft. Leonard Wood, Missouri.  
 My military experience, lasting for six years, paid for college, and much like my time as 
an athlete, reinforced my former experiences.  Although exposed to more racial diversity, my 
role as a Combat Engineer sustained previously experienced gender limitations.  The Army did 
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not allow women to be Combat Engineers; therefore, my crowd was comprised of men, again led 
by White males.  
 Similar to athletics, the military created strong hierarchies where some people led, and 
others followed.  Early on, I experienced follower roles, but I moved up the ranks quickly, 
became a team leader, and later a squad leader, leaving the military as a sergeant.  My 
experiences in the military supported previous opportunities to make meaning of gendered 
experiences.  Interactions were direct and to the point, with even less room for deliberation of 
alternate viewpoints.  In fact, fear through possible retribution for not specifically following 
orders was a tool typically used by military leaders.  As Freeman and associates stated (2001), 
“resistance, conflict, force, domination, and control are recurrent themes” in patriarchal 
institutions which thrive on “power over” techniques (p.  10).  The military certainly fit the bill. 
My Early Professional Years 
 I began my career in education, as a high school science teacher.  Different from before, 
this setting exposed me to a heterogeneous workforce, both within the overall high school setting 
and within the science department.  Although I worked with relatively equal numbers of men and 
women, the workings of these teams were similar to my previous experiences.  My 
understanding of how men and women worked together remained unchallenged.  In fact, no 
aspect of my experience made me consider gender as it related to my world of work.  
After six years of teaching, I became a high school assistant principal.  As an assistant 
principal in two different high schools in consecutive years, I made meaning from experiences 
like those of my time as a teacher.  The groups of people I worked with maintained a degree of 
gender heterogeneity I had not witnessed in athletics or the military.  In my first assistant 
principal experience, I worked alongside a male principal and in the other experience I worked 
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alongside a female principal.  In both cases, the teaching staff was comprised of equal numbers 
of men and women.  In my first experience, the principal led in a manner similar to what I 
experienced before, however sprinkled in were some examples of democratic leadership that 
came through in consensus building and collaboration, but most prevalently through relationship 
building.  This hint of transformational leadership, more commonly thought to come from 
women leaders, in this case came from a man (Chin et al., 2007). 
In my first assistant principal role, the principal reached out to his staff on a personal 
level.  He built relationships resulting in deep connections between him and his staff.  
Additionally, this principal had an open door policy his teachers regularly utilized.  The principal 
always accepted office talk, and took time to listen.  There was trust among the staff and they 
moved forward and accepted changes admirably.  I am sure this was partly because of the dire 
situation of the school and the staff’s realization that change was needed.  However, I also 
believe the connections made between the principal and teachers led to a positive school climate, 
even in the face of adversity. 
 In my next assistant principal experience, under the leadership of a woman, my 
experiences with teaching staff stayed the same.  However, how I made meaning of the 
principal’s role as leader differed from my first experience.  In this setting, the principal also 
took some time to connect with certain individuals, yet most of her staff felt a relational absence.  
Practices of the staff remained unchanged, challenging the climate and minimizing growth for 
the teachers.  Although some teachers were happy left alone to do as they always have done, 
some longed for a principal whose personality supported a more involved leadership style. 
 From a gender perspective, neither assistant principal opportunity challenged my 
paradigm regarding gendered experiences within an education setting.  Equal representations of 
13 
 
 
men and women seemed to coexist in relative harmony.  Benefits and challenges within the 
school did not appear related to gender. 
Life as an Elementary Principal 
Two years of assistant principal work gave me my fill of chasing truants and disciplining 
deviants.  Luckily, due to a retirement, an elementary principal position within my district 
opened.  After some dialogue with my colleagues and my wife, I decided to apply for the 
position.  Since I had not been involved in elementary education since I was a sixth grade 
student, I did my due diligence, and researched the technical aspects of elementary education to 
give myself the best chance I could at the job.  I read books, research articles, and met with 
elementary principals and directors to familiarize myself with the finer points of elementary 
education.  I learned about balanced literacy, spiraling curriculum, whole language, elementary 
scheduling, class size guidelines, Title I Reading, and Parent Teacher Organizations.  
Fortunately, my home school district hired me to be the new principal for the vacant 
position.  As an educator who spent my teaching and previous administrative years at the high 
school level, I was surprised, yet honored with the announcement.  Eager to meet my staff, I 
arranged a meeting on the teachers’ last day of school.  While I waited for the teachers to arrive 
at my first official meeting, I began to sweat.  To this day, I am not sure if it was due to the lack 
of air conditioning and the humid Wisconsin weather, or my nerves.  As the teachers shuffled in, 
I shook their hands and introduced myself.  Later, I gave a quick speech on how excited I was to 
work with them the following year.  The meeting lasted only a few minutes and the teachers left 
to finish whatever last day duties they had yet to fulfill.  
 As I left the school, it dawned on me that I had only met a couple of male teachers, the 
school counselor, and a fourth grade teacher.  During my preparation for my interview, I 
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researched elementary education heavily.  I had to as my professional experience came entirely 
from the high school setting.  My research highlighted many important things about elementary 
education, however the disparity between the number of female and male teachers never came 
up.  As I reflected on this experience, it became embarrassingly obvious that the demographics 
of my faculty were typical.  My daughter had attended two different elementary schools, and all 
of her teachers had been women.  I accepted the circumstances as normal, and assumed that if I 
had not come across the unique demography of elementary schools in my research, the disparity 
must not have been noteworthy. 
 I found out later, however, research regarding gender dynamics at work is available.  Due 
in part to the feminist movement of the 1970s, investigations regarding the differences women 
experience as it relates to their work appears in various scholarly journals and books (Fuchs 
Epstein, 1981; Jacobs, 1989; Kanter, 1977; Reskin & Roos, 1990).  Research findings not only 
focus on the underrepresentation of women in the workforce, but also on their attempts to break 
into male dominated professions, and their experiences when they get there.  Recognizing that 
the elementary setting was different from most occupational settings (women outnumber men), I 
wondered what impact gender played on the elementary staff I just inherited.  
Near the conclusion of my first year, three veteran staff announced their retirement.  
Although I was sad to see them go, having the opportunity to hire new staff members excited me.  
I formed interview teams by taking members of the grade level where the vacancies were, 
developed interview questions collaboratively, and set out to hire the top three candidates from a 
pool of 250 applicants.  In a screening meeting with the interview team, a female member 
mentioned how our school could really use a male teacher or two.  I reminded her that we were 
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going to choose the best candidate and, because of discrimination concerns, she should keep 
thoughts regarding the gender of potential candidates to herself. 
Although I quickly ended the conversation around hiring male teachers, I could not help 
but wonder why this woman felt our school needed to hire a man.  Questions about whether a 
male teacher might offer the school something different from what a female teacher offered the 
school, circled in my mind.  I began to reflect on the impact gender may have on staff 
relationships and the school as a whole.  I also wondered if men experienced teaching at the 
elementary level differently, or similarly, to women. 
Other than me, women comprised the interview team.  We engaged in deep discussion 
and carefully considered each of the candidates.  In addition to considering how the candidates 
presented themselves during the interview, and how much educational knowledge they seemed 
to have, we looked at their credentials, and debated how they might fit into our building.  
Although I would usually engage fully in the process, I took on the role of a bystander during the 
team’s deliberations.  These were my first hires, and I wanted to make sure the interview team 
felt they had ownership of the process.  Not to mention, they all easily trumped me in terms of 
elementary school experience.  The interview team was capable, they reached consensus, and I 
agreed with their decision.  Although female applicants saturated our candidate pool, only 40 of 
the 250 applicants were men, we hired two men and one woman to fill our teaching positions.  
Although statistically this was somewhat of a surprise, the interview team and I felt we found the 
best candidates.  I could not help but wonder if the team’s decision, and my agreement, had 
anything to do with the comment, or our own subconscious feelings that our school could use a 
male teacher.  
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Throughout the hiring process, my awareness of gender disparity in the school grew.  
Although there were still only four male teachers in the building, the number had doubled from 
the year before.  The school counselor, a third, a fourth, and a fifth grade teacher, were all men.  
Perhaps because we doubled the number of men in the building, or possibly due to the comment 
made by the interview team member, I began to pay closer attention to the dynamics in the 
building.  I noticed shortly after the beginning of the school year, the two new male teachers 
seemed to form a connection with the existing male teacher.  I heard comments from parents, and 
received classroom placement requests related to gender for the first time in my career.  I 
overheard lounge conversations about hunting and ballgames, and heard a female teacher 
comment how weird it was to hear those topics mentioned over lunch.  I noticed times when men 
spoke up at staff meetings, or team meetings, and when they took a back seat, and I observed the 
body language, affirming and not, from members of the same and different gender during those 
times.  I recognized ways in which team relationships changed, or stayed the same.  What I did 
not know, because I could not see it, was how the male teachers were interpreting their situation.  
During my 16 years as an educator, eight of which have been as an elementary principal, 
discussions ensued with teachers, both men and women, about the working relationships with 
their colleagues.  Conversations about how to best get a point across, which included discussion 
on what could be said and what could not be said, occurred quite often.  Teachers shared 
frustrations with other team members’ approaches, just as they shared stories of happiness and 
success.  As in any organization, there will be challenges within teams, but the elementary school 
setting is different from most, because of the gender demography within.  My formative 
experiences caused me to wonder how men teachers made meaning of their situation.  What are 
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their experiences?  How does being a man contribute to his professional success or lack thereof 
as a teacher? 
Forward movement in schools, like in other organizations, is a necessity.  Workers who 
get along, understand their role, and have a common mission and vision, become a critical 
component of schools that make improvements (DuFour & Eaker, 1998).  As a result, school 
leaders who understand these criteria are necessary to build a successful organization will devote 
time and energy towards developing a connected, collegial, collaborative, and professional staff.  
While doing so, leaders, and staff members alike, must consider all factors of this endeavor, one 
of which is the experience of the individual as a member of the team.  Although it is likely most 
organizational leaders consider the individual employee experience when looking to grow their 
organization, few have to consider the gendered experience within a setting where the gender 
disproportion is as wide, and numerically dominated by women, as an elementary school. 
Problem Statement 
Sex disparity, perhaps due to gender construction, among elementary teachers still exists 
(NEA, December, 2010).  While hiring for fourteen teaching positions in the past eight years, I 
found fewer men than women were candidates for elementary teaching positions.  The lack of 
male candidates suggested disproportionate representation of men would continue at the 
elementary level.  As a result, male elementary teachers find themselves in a position most men 
never experience, being part of the statistical minority in their workplace (NEA, December, 
2010).   
Due to their underrepresentation, scholars and practitioners know very little about what it 
is like to be a male elementary teacher in a female saturated workplace.  The responsibility of 
male teachers is no less than a female teacher, yet support for them is limited because of an 
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underrepresented story.  In this study, I explored their story to understand how men express and 
make meaning of their experiences as elementary school teachers. 
Significance of the Problem 
Researchers have thoroughly documented the need for more male teachers for the sake of 
student support through increased role models (Mills, Martino & Lingard, 2004; Skelton, 2003; 
Titus, 2004).  Additionally, the call for greater numbers of male elementary teachers for the 
purpose of job reorganization, in hopes of minimizing societal sex inequities and gender typing, 
is also addressed (Marshall, Robeson, & Keefe, 1999; Sadker & Sadker, 2003).  These national 
issues continue to exist; yet, the effect of the sexual disproportion in the elementary school 
setting has local implications.  
If a national drive continues to increase the number of male elementary school teachers, 
teachers, their future colleagues, and the people hiring teachers, should have an understanding of 
what male teachers experience when they get there.  Hiring more men, regardless of the reason, 
is an ineffective practice if school leaders cannot retain them.  In order to accomplish the 
retention of male elementary teachers, understanding how they express and make meaning of 
their experience as teachers in a setting overrepresented by women seems essential.  Martino 
(2008) indicated, rather than more study on the need for more male teachers,  
analysis of the impact of gender relations on male teachers’ lives and professional 
identities, which link the micro or localized dimensions of their everyday experiences and 
negotiation of masculinities in school communities with a broader macro and historical 
analysis about the status of elementary teaching as women’s work is needed.  (p. 191) 
 
Society places the responsibility of developing children for the betterment of our country’s 
future, on teachers and school systems.  The impact of gender is important to consider.  Cushman 
(2010) said, “It is now evident that any approach to raising student achievement has to bring to 
the fore deconstruction of gender differences in order to help challenge stereotypes and 
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encourage diversification of skills and interests” (p. 1213).  With proper background and 
understanding, school personnel may be able to take advantage of, or avoid challenges related to 
male teachers’ experiences and the gender imbalance found in elementary schools.  
Purpose of the Study 
 Although men make up a very small percentage of elementary school teachers, they are 
equally responsible for the holistic learning opportunities children receive.  Once a profession of 
isolation, teaching has become much more collaborative in the past two decades (DuFour, 1998).  
As a result, the relationships between teachers on grade level teams, and within buildings, likely 
has a greater impact on the education children receive now, than ever before.  Many variables 
affect these dynamics; however, the variable of gender, from a male perspective, is largely 
undetermined.  According to Hunt (1993), studies have not probed into experiences of men 
working in a female work world.  Instead, studies focused on the lack of men teachers in an 
effort to intervene as part of an affirmative action plan (Martino, 2008).  This study dug deep 
into what men elementary teachers experience in their work setting. 
I sought to investigate current experiences of male elementary teachers in hopes of 
unveiling some differences from former studies.  Societal development, perhaps due to 40 plus 
years of a strong feminist movement and the resulting masculine response, provided my premise 
that an increased understanding of sex role theory, tokenism, feminist and masculine theory, 
might lead to findings that contradict these previous studies.  I also felt today’s understandings of 
gender/sex as well as a different geographic location and alternate study methods might lead to 
different findings. 
In addition to overcoming gaps in the research from aforementioned studies, I wondered 
whether men believed their experiences as male elementary teachers had an impact on their 
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schools.  According to Furr (2002), “By understanding the workplace experiences of the non-
traditional worker, success of both the worker and the organization will be enhanced” (p. 49).  In 
a time of unseen levels of national accountability regarding school performance, school 
personnel cannot afford to misunderstand these issues.  Not examining the experiences of male 
elementary teachers would be irresponsible.   
School success or failure has a long lasting impact.  To ensure schools perform at the 
maximum potential, examining the experiences of male elementary teachers deserves merit.  
Furthermore, not knowing the potential benefit, or challenges, associated with the gender 
disproportion found in elementary schools, from the male perspective, could lead to missed 
opportunities or unforeseen issues  
A phenomenological study illuminates the separate parts and interconnected whole of the 
male experiences, as well as the resulting impact.  Exploring the experiences of male elementary 
teachers sheds light on the unique dynamics of modern elementary schools.  Some may portray 
these gendered experiences as positive, and others may view them as problematic.  In either case, 
these individual experiences have an impact on how they make meaning of their world as 
elementary school teachers.  My research explored the influence of gender on their lives as 
teachers by unveiling and analyzing the lived experiences of male elementary school teachers.  
The purpose of this study was to understand how men express and make meaning of their 
experiences in an elementary school setting.   
Research Question 
 My research question explored the overall experience of male elementary school 
teachers.  Participants shared assumptions and biases about their work, their colleagues’ work, 
and how these components connected with the overall school organization.  The width and depth 
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of these pieces allowed participants to reflect on all aspects of their work as male elementary 
school teachers, and report on it from their perspective, which is their reality.  Accepting 
participants’ perspective as reality is appropriate practice when using a phenomenological 
technique (Maxwell, 2005; Moustakas, 1994).  To funnel the range of possibilities into usable 
data, a focused research question guided the study:  How do men express and make meaning of 
their experience as elementary school teachers?  Broader questions used in this 
phenomenological study included: How do men express their experience through a gendered 
lens?  What is their experience of being advantaged and/or disadvantaged?  How do they 
perceive the enactment of their gender in teaching?  What is their perception of how gender 
impacts their school?   
Definition of Terms 
For this study, definitions for the following terms include: 
Gender: The sociological construction of a person’s biological sex, as a woman, or 
man, as determined by social role, position, or behavior (Mikkola, 2012). 
  
Sex: Human females and males determined by biological criteria such as 
chromosomes and sex organs (Mikkola, 2012) 
  
Teacher: An educator whose primary responsibility is caring for a classroom of 
students. 
 
 
Culture: The actual state of the school.  Culture encompasses not only how students 
and adults feel about their school, but also the values, norms, traditions, 
and beliefs that are understood by members of the school community 
(Stolp & Smith, 1995) 
 
Climate: “The total environmental quality within a school building” (Anderson, 
1982, p. 369).  The subjective experience of the school, regarding the 
impressions, feelings, and expectations held by members of the school 
community (Tagiuri, 1968).  
 
Elementary: A level of school organization that includes grades kindergarten through 
sixth grade. 
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Man Teacher:  Although not easily read, the use of the phrase men/man teacher  
women/woman, rather than male/female teacher is intentional.  The 
purpose is to support the notion that people socially construct and define 
individuals by their gender more than by their sex.  From this point 
forward male and female will be replaced by these terms whenever 
possible.  Unless otherwise noted this term will mean “elementary” 
teacher. 
 
Woman Teacher: The use of this term matches the use of the term “man teacher” but for the 
opposite gender. 
 
Hegemonic  Gender practices that reinforce domination of men and the subordination  
Masculinity: of women as supported by the valuation of masculine character traits and 
social practices that maintain hierarchies between men and women 
(Connell, 1995). 
 
Tokenism: A term coined by Kanter (1977) meant to describe the expected form of 
discrimination token workers experience.  Token workers are those who 
comprise a minority group of no more than 15 percent of the total 
workforce.  
 
Collegiality: The way teachers are involved with their peers on intellectual, ethical, 
social, and emotional levels (Jarzabkowski, 2000).  
 
Doing Gender: How men and women behave in order to support socially constructed 
gender stereotypes.  An ongoing process of producing and reinforcing that 
does not happen inherently (West & Zimmerman, 1987). 
 
Overview of the Dissertation 
 In this chapter, I provided research background to frame the issue, purpose, and problem.  
I articulated the importance of this topic to the field of elementary education, and to the 
individuals working in that field.  In order to develop an understanding of my passion for, and a 
connection to this research, I also provided a historical description of my evolution as an 
educator, my connection to gendered organizations, and brief account of my personal experience 
as a man principal in an elementary setting.  
 In chapter two I examined literature connected with elementary education, specifically 
linked with gendered experiences.  I provided a synthesis of research regarding the history of sex 
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segregation in the workplace, pink-collar jobs, demographics of current educational sex 
segregation, and findings regarding the experiences of men elementary school teachers.  I also 
examined a theoretical foundation for analysis of the findings connected with this study, which 
includes sex role theory, tokenism, feminist theory, and masculinity theory.  
 In chapter three I described the methods used to collect and analyze data.  In chapters 
four and five, I shared the findings and an analysis of those findings.  These chapters include the 
unveiling of main themes and sub themes, and how they connect to theory.  In chapter six, I 
provided a summary of the research as a whole, as well as implications for future study.  
Conclusion 
Researchers, who have studied sex segregation and the resulting workplace dynamics, 
established a need for a study such as this; however, most of this research focuses on women as 
the underrepresented group (Cassel & Walsh, 1997; Davidson & Cooper, 1992; Epstein, 1981; 
Jacobs, 1989; Kanter, 1977; Reskin & Roos, 1990).  Qualitative studies on men elementary 
teachers have largely been about the lack of men teachers and the need for more, stopping short 
of gaining an understanding of their experiences through a gendered lens, which consequently 
could offer solutions to the purported problem (Bushweller, 1994; DeCorse & Vogtle, 1997; 
Farquhar, 1997).   
Conversely, limited research exists regarding workplace gender dynamics within a setting 
where men are the statistical minority; specifically inadequate research exists focusing on the 
school setting (Allan, 1993; Aschcraft & Sevier, 2006; Cognard Black, 2004; Cushman, 2005; 
Sargent, 1998; Wood, 2012).  In depth studies surrounding the topic of men elementary teachers’ 
experiences have limits with regards to geography, history, or methods (Allan, 1993; Aschcraft 
& Sevier, 2006; Cognard Black, 2004; Cushman, 2005; Sargent, 1998; Williams, 1989, 1993, 
24 
 
 
1995; Wood, 2012).  Sargent (1998) examined this concept in a study of the experiences of men 
elementary teachers in the San Francisco area.  Research conducted by Allan (1993) also 
included collaborative interviews of men elementary teachers from Iowa in 1990.  Cushman 
(2005) conducted a focus group of 17 teachers in New Zealand; but did not hold personal 
interviews.  Conversely, individual interviews of Colorado teachers provided data for Ashcraft 
and Sevier (2006).  Wood (2012) surveyed men and women teachers online regarding their 
perceptions of teachers of the same and opposite gender.  Determining if tokenism forced men 
out of teaching offered the singular focus for Cognard Black’s (2004) survey study.   
This dissertation research provides new findings, from a new geographic location, at the 
current time, and offers varied results because of my combination of personal and focus group 
interviews to collect data for analysis.  It explains how men elementary teachers express and 
make meaning of their work experience, which is significant for the individuals and 
organizations where they work.  Currently, paucity both in research and in understanding about 
these experiences and their impact exists, minimizing the opportunity for teachers, teacher teams, 
and schools to flourish to their full potential.  Findings from this study may remedy this problem.  
To this end, the purpose of the study was to determine how men express and make meaning of 
their experience as elementary school teachers.  
In the next chapter, I reviewed literature related to gender in education.  I began by 
examining the history of gender segregation in the workplace, later focusing on gender 
segregation in education.  I also reviewed literature describing how men became elementary 
teachers, as well as advantages and challenges they experienced.  Following the review of topical 
literature, I reviewed theoretical literature related to sex role theory, tokenism, feminist theory, 
and masculine theory. 
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CHAPTER TWO 
REVIEW OF LITERATURE  
Research about women workers’ experiences as the minority in jobs dominated by men 
has been studied extensively (Cassel & Walsh, 1997; Davidson & Cooper, 1992; Kanter, 1977).  
Findings of such research regularly indicated power differentials in favor of men employees, 
who typically have been overrepresented in the workplace.  The impact of these dynamics 
benefits the men workers and creates challenges for the women workers.  Conversely, inquiries 
about men experiences in jobs overrepresented by women, such as elementary school teaching, 
are not nearly as prevalent (Allan, 1993; Aschcraft & Sevier, 2006; Cognard Black, 2004; 
Cushman, 2005; Sargent, 1998; Williams, 1989, 1993, 1995; Wood, 2012).  According to 
Cushman (2005), researchers’ debate regarding men in elementary schools focused “more on 
theoretical conjecture by academics rather than on the real experiences of practitioners 
themselves” (p. 227).  Therefore, the impact of this unusual dynamic, where women workers 
outnumber men workers, does not bring forward a deep understanding, especially from the 
perspective of men teachers.   
Studies that examined the experiences of men teachers in an elementary school setting 
identified several aspects of their experiences (Allan, 1993; Aschcraft & Sevier, 2006; Cognard 
Black, 2004; Cushman, 2005; Sargent, 1998; Williams, 1989, 1993, 1995; Wood, 2012; 
Williams & Villemez, 1993).  These components include how men teachers found their way into 
the field of elementary education (Williams & Villemez, 1993) as well as what they experienced 
after they were hired (Allan, 1993; Ashcraft & Sevier, 2006; Hansen, 2012; Sargent, 1998; 
Williams, 1993, 1995).  The following literature review examines how men found their way into 
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the elementary teaching profession and reviews what they experienced once there.  This review 
provides a foundation from which I build this study. 
In order to understand the experiences of men teachers in elementary schools, I examined 
literature related to gender segregation within organizations, and various components that 
summarize the gendered experiences of men elementary teachers.  To encapsulate the research 
effectively, use of the term sex and gender throughout this review will stay true to the definitions 
of these terms as shared in chapter one.  In addition, the use of the word men and women will 
replace the term male or female to identify groups of teachers.  Although these terms may not 
lead to fluent reading, the social construction of gender makes these more appropriate descriptors 
than the terms male and female.   
History of Occupational Gender Segregation 
Anyone can enter a law office, a social services agency, accounting firm, nurses’ station, 
or elementary school, and find disparities between the number of men and women employees.  
Studies of workplace differences such as these are numerous, particularly within feminist 
literature, which often report an unequal playing field between men and women within their 
work organizations (Cassel & Walsh, 1997; Davidson & Cooper, 1992; Kanter, 1977).  Bradley 
(1993) suggested these inequities come from a sexual division of labor, which leads to power and 
relational incongruence between men and women in the workplace.  These factors may be the 
root cause, or possibly the effect, of gender segregation in the work place.   
To understand job based gender segregation, Calvanese (2007) indicated an 
understanding of stereotypes is necessary.  The range of stereotypes within our society is vast; 
however, stereotypes associated with gender are the most prevalent in America.  Gender 
stereotypes reach into many aspects of childhood and adulthood, often pushing and pulling boys 
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and girls, and men and women, into behaviors deemed as acceptable by societal standards.  
These behaviors transcend into the world of work, creating stereotypes influencing workplace 
gender segregation (Calvanese, 2007).   
According to Calvanese (2007), these long held stereotypes are manifest in the 
occupational choices men and women make.  These choices do not occur by chance.  Societal 
influence on jobs people pursue and take is strong (Calvanese, 2007).  Bradley (1993) added to 
these perceptions, noting that gender typing occurs in our society in order to identify various 
tasks as suitable for individual genders.  As a result, society considers men qualified for jobs that 
fit masculine stereotypes, while women connect with jobs socially construed as feminine.  
Although men typically take jobs in fields that include heavy industry, craft production, law, and 
medicine, women have found themselves traditionally placed in “semi-skilled or unskilled” 
work, as well as in “semiprofessions such as nursing and school teaching” (Bradley, 1993, p.10).     
Explanations of gender segregation, such as described above, indicate social pressures 
created the belief that specific types of work suit men or women (e.g. women in nurturing jobs 
and men in technical professions); however, this account falls short (Bradley, 1993).  Bradley 
(1993) concluded jobs develop with gender in mind.  Without careful consideration, this concept 
seems to offer a similar orientation to placing men and women in jobs that suit their socially 
constructed stereotypes.  However, Bradley (1993) seemed to indicate society created jobs for 
the men or women who will fill them, not the reverse.   
In spite of the long history of gender segregation and the power of gendered stereotypes, 
both men and women have sought or found work in fields outside of social constructions 
connected with their gender.  Regardless of this crossing over, men still outnumber women in 
some professions while the reverse is true in others.  
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Pink-Collar Jobs   
When 70% or more women comprise the majority of people in a job, society considers 
these jobs women’s work (Wooten, 1997).  Because women disproportionately hold these jobs, 
Kapp Howe (1977) referred to them as “pink-collar” jobs.  Although stereotypically feminized, 
pink is also a vibrant color full of hope; the description associated with pink-collar jobs does not 
necessarily match its moniker.  Kapp Howe (1977) described pink-collar jobs as the low-level 
occupations of last resort, in which women held jobs offering little opportunity for advancement 
and very closely resembling their household chores.  The dead-end description of pink-collar 
work is open to interpretation; however, the identification of pink-collar jobs is more objective.  
Kapp Howe identified elementary school teaching, secretary jobs, and nursing, as some of the 
“pinkest” of the pink collar occupations in 1977 because of the high percentage of women in 
those professions.   
During the era of Kapp Howe’s (1977) work, the number of women entering the 
workforce was growing; in fact, some women were finding work in what Kapp Howe called 
“untraditional” occupations.  However, this information alone was misleading.  During this time, 
Kapp Howe (1977) reported, “By far the most overwhelming increases have taken place in 
precisely the jobs where women have been working all along” (p. 20).  The status quo had not 
changed.  
Contrary to Kapp Howe, Wooten (1997) believed the 1970s were a “watershed” period in 
occupational desegregation.  Although Kapp Howe indicated the increase of women was limited 
to traditionally feminine work, Wooten felt differently.  She considered this time a watershed 
period because of the inroads women made into professions dominated by men in the 1980s and 
1990s.  Wooten (1997) suggested this was a result of the women’s movement, sex discrimination 
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laws, increased enrollment in higher education programs by women, more women in the 
workforce, and reductions in gender stereotyping.  Women appeared to be breaking through 
gender segregating stereotypes.  
According to Wooten (1997), women transitioned most significantly into jobs that 
expanded during the 1980s and 1990s, such as managerial and professional specialty 
occupations.  Wooten expected this to occur, as high demand jobs often diminish barriers such as 
sexual discrimination, simply because there is not enough supply to meet the demand of the 
work.  The gap of disproportion between men’s work and women’s work closed because of 
women making such moves.  Wooten reported most of the change in occupational difference is 
not due to men moving into female stereotyped jobs, but rather from women moving into jobs 
historically held by men.  In fact, she reported the percentage of men working in pink-collar jobs 
declined from four percent in 1985 to three percent in 1995. 
Although the description of pink-collar jobs used by Kapp Howe (1977) was from almost 
40 years ago, women maintain 70% of the professions previously described as the “pinkest of the 
pink” (Wooten, 1997).  Gender differences continue to exist in administrative support jobs and 
service occupations.  More specifically, 93% of registered nurses, and 85% of elementary school 
teachers in 1995, were women (Wooten, 1997).  These numbers showed little to no difference 
from the numbers Kapp Howe reported in 1977.  More recent data collected from a 2010 
National Education Association report showed men made up only 14 percent of all elementary 
school teachers that year.  Although current statistical analysis continues to show disparities 
between men and women in the workforce, beliefs regarding gender differences at work appear 
to be changing. 
30 
 
 
 Dewan and Gebeloff (2012) reported the last decade brought a “shift in workplace gender 
patterns,” with more men seeking female dominated jobs than ever (para. 2).  From 2000-2010, 
almost a third of job growth for men came from occupations that were more than 70% female.  
This is double the amount realized in the previous decade (Dewan & Gebeloff, 2012).  The 
movement of men into pink-collar jobs did not occur by chance.  In addition to the economic 
recession “financial concerns, quality of life issues and a gradual erosion of gender stereotypes” 
also drove this trend (Dewan & Gebeloff, 2012, para. 7). 
Although research of men crossing over into women’s positions has grown, the research 
is far from saturated.  There is limited information regarding men who make this leap, especially 
for men who teach in an elementary classroom (Allan, 1993; Aschcraft & Sevier, 2006; Cognard 
Black, 2004; Cushman, 2005; Hanson, 2012; Sargent, 1998; Williams, 1989, 1993, 1995; Wood, 
2012).  Although some researchers may lump a number of pink-collar jobs together when 
looking at the experiences of men and women workers (Williams, 1993, 1995), others look 
specifically at individual professions (Allan, 1993; Ashcraft & Sevier, 2006; Hanson, 2012; 
Sargent, 1998; Williams & Villemez, 1993).  The remainder of this literature review focuses 
exclusively on the profession of teaching. 
Gender Segregation in Education 
The current gender imbalance within elementary education is attributable to several 
factors dating back to the early and mid-nineteenth century.  The first factor relates to the basic 
economic principle of supply and demand.  During this time, the economy flourished, creating an 
unprecedented number of career options (Hoffman, 1981).  Due to the gender segregation of the 
era, men filled these jobs.  In addition to economic growth, the mid-1800s brought about a higher 
population of children and saw many men go off to fight in the Civil War (Rury, 1989).  Some of 
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these men left their posts as teachers, and due to the extremely high amount of casualties, never 
returned (Rury, 1989).  Due to these factors, men were less available to teach at the same time 
society needed more teachers.  To fill the void created by the lack of men able to work as 
teachers, women became teachers, ultimately resulting in the feminization of the profession 
(Rury, 1989).   
In spite of the economic factors of supply and demand present at the time teaching was 
becoming a woman’s job, Strober and Tyack (1980) suggested the mere availability of jobs did 
not lead to the hiring of women in education.  Although men assumed these roles for much of 
our nation’s history, certain societal factors were now falling in favor of women entering the 
field of teaching.  During the time of this population growth, economic boon, and vacant 
teaching positions, a greater commitment to education developed (Strober & Tyack, 1980).  This 
commitment grew from the need of a more educated workforce required by the explosion of the 
industrial revolution.  Concurrently, women were becoming more educated and less needed at 
home (Strober & Tyack, 1980).  These issues, helped to reverse the gender imbalance found in 
teaching to the favor of women (Wiest, 2003).  However, a more subjective concept seemed to 
smooth the path for the shift in gender segregation about to occur.   
To rationalize the move of women into a field historically held by men, the notion that 
women were well suited to teach started to become prevalent, expediting the shift (Strober & 
Tyack, 1980).  Hoffman (1981) reported educators used the supply and demand issues of the 
time “to declare that women, the natural teachers, should staff the graded schools” (p. 10).  
Biological characteristics women maintained, such as the capacity for motherhood, began to 
receive acceptance as qualities becoming of teachers.  “The very characteristics that made 
women good mothers – their nurturance, patience, and understanding of children – made them 
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better teachers then men” (Strober & Tyack, 1980, p. 496), and led to women taking over 
teaching duties from men.  This sentiment gained traction by women who also promoted the idea 
that the social position of women, which at the time was that of a domestic nurturer, coincided 
naturally with the work of a primary school teacher (Beecher, 1846/2003). 
Despite the qualities that presumably made women fit to teach, the movement of women 
into the field of teaching did not come without reservations (Coulter & Greig, 2008).  Coulter 
and Greig (2008), claim that senior administrators unsettled with the movement of women into 
teaching, overcame their reservation because of a 50 percent cost savings associated with hiring 
women.  Rationale for hiring women teachers at a discounted rate rose from an essentialist 
argument that pinned teaching as natural for women, and identified the profession of teaching as 
a service developed from “love,” therefore not necessitating compensation found in other 
professions (Coulter & Greig, 2008, p. 422).  Accentuating the point, Coulter and Greig (2008) 
suggested the “pecuniary interests came to be justified discursively by talk about the naturalness 
of teaching for women” (p. 422).   
With the influx of women into the teaching profession, noticeable changes in the 
educational structure and in the status of teaching occurred (Tyack & Hansot, 1982).  In order to 
give women teachers a chance at success, local governing bodies attempted to tailor the job to be 
a better fit for women.  During this transition, school personnel created job descriptions that 
removed managerial and disciplinary tasks from the role of the teacher, and placed them within 
the framework of the newly formed principal and superintendent positions (Tyack & Hansot, 
1982).  Due to historical gender stereotypes, those in power assigned men to these positions.  
Therefore, according to Tyack and Hansot (1982), in addition to the feminization of teaching, a 
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gendered division of labor formed in the school setting, creating hierarchies built on power 
related to gender.  Women taught, and men were their supervisors. 
As women took over teaching duties from men, the perception of teaching as a profession 
also changed.  As reported by Rury (1989), the feminization of teaching led to a societal 
viewpoint of teaching different from that of other white-collar work, such as law or medicine.  
Quite quickly, teaching became “women’s work,” resulting in a public perception that held 
teachers in low esteem (Rury, 1989).  Skelton (2001) cited a government report from 1925 that 
stated teaching was a “field of effort for the girls of average intellectual capacity and normal 
maternal instincts” and that men who teach waste their life “doing easy and not very valuable 
work” they would not do if they could do something else (p. 122).  At the same time, many 
began to view teaching as a job fit for young people prior to starting the serious stage of their 
life.  For women this meant teaching was acceptable prior to starting a family and for men it was 
suitable in advance of pursuing a more scholarly profession (Rury, 1989).  Martino (2008) 
indicated these conditions feminized teaching in the 19
th
 century.  
Gender segregation in the field of elementary education, as driven by historical events 
previously mentioned, is still evident today.  At the elementary level, women teachers far 
outnumber men (NEA, 2010).  However, the statistical difference in favor of women does not 
create a greater degree of equity for women workers (Williams, 1993, 1995).  Conversely, 
Reskin and Roos (1990) attribute gender segregation, to be the main reason for the existing wage 
gap between men and women.  In addition to less pay, Allan (1993) posited occupational 
segregation formulated the belief that women’s work is less prestigious and less autonomous 
than men’s work.  Issues such as these motivate feminist efforts meant to help women break 
through glass ceilings that prevent workplace equality (Williams, 1992).  Even though there has 
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been progress toward gender equality, social constructions of masculinity and femininity still 
empower and disempower people (Charlebois, 2011).   
Although occupational segregation due to gender still exists, some evidence suggests a 
lessening in segregation has occurred.  Brod and Kaufmann (1994) suggested the number of 
women working in jobs considered typical for men has increased significantly.  Women also 
made inroads in managerial and professional specialty occupations (Wooten, 1997).  Dewan and 
Gebelhoff (2012) declared more men sought jobs in predominantly feminine fields, and that one 
third of male job growth in the past decade occurred in pink-collar professions.   
A discrepancy in the kinds of jobs men pursue still has a negative impact on feminized 
professions (Brod & Kaufman, 1994).  Men are less likely to aspire to jobs considered feminine 
(Allan, 1993; Brod & Kaufman, 1994).  Men tend to avoid seeking feminized work because of 
pressures of gender role conformity (Jacobs, 1993; Williams & Villemez, 1993).  Furthermore, a 
low number of jobs statistically dominated by women are available for men to pursue (Wooten, 
1997).   
Society views elementary school teaching as a woman’s profession, now and historically, 
because of the caring and nurturing attributes that women hold (Calvanese, 2007).  However, 
according to Calvanese (2007), educators now reject the prior acceptance regarding the lack of 
gender diversity among elementary teachers.  Coulter and Greig (2008) reported that concerns 
about the absence of men in teaching, which have been present since women began to take work 
in teaching professions, have reached an all-time high.  As a result, school systems in the United 
States and abroad are attempting to address the purported issue of the feminization of teaching 
(Mills, Martino, & Lingard, 2004).  Recruiting efforts, led by school systems and other 
organizations such as MenTeach, seek to find ways to encourage more men into the field of 
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teaching.  In spite of these campaigns, the number of men entering the ranks of elementary 
school teaching is unchanged (NEA, 2010).  However, the shift in thinking regarding the 
acceptance of gender diversity within the teaching profession calls for a look at the modern 
elementary school. 
The Modern Elementary School 
The literature reviewed to this point focused on studies and research examining 
occupational gender segregation, pink-collar jobs, and historical issues of gender segregation 
within elementary education.  Additional literature informs contemporary aspects related to 
elementary education and the teachers who work within these institutions.  An examination of 
research providing demographics related to gender difference and issues of gender disparity adds 
to an understanding of men’s roles within the modern elementary school. 
Demographics   
Since the mid-nineteenth century, the number of men serving as elementary teachers has 
been lower than the number of women holding these positions.  Dating back to 1961 and 
continuing to 2006, a survey conducted by the National Education Association (NEA, 2010) 
showed the percentage of men elementary teachers ranged from a low of nine percent in 1996 
and 2001, to a high of 18% in 1981 (NEA, 2010, p. 111).  According to census data, men 
elementary teachers accounted for only 14% of the total 1,895,006 elementary school teachers 
during the 2010-2011 school year (NEA, 2010, p. 91).  In spite of the large disparity between 
men and women elementary teachers, the same disproportion does not follow into school 
administrator positions.  Women accounted for 59% of elementary school principals, conversely, 
men who made up only 15% of the teaching staff, accounted for 41% of the school principals 
(Aud et al., 2012, p. 52).  The huge disparity between the number of men and women elementary 
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teachers, and the discontinuation of that discrepancy into principal positions, necessitate 
examination of why so few men teach at the elementary level.  
The Absence of Men Teachers 
Underrepresentation of men teaching in current elementary classrooms did not happen by 
chance.  According to Jacobs (1989), men are less likely than women to enter gender-typed 
work.  Various reasons for men’s absence in feminized professions such as nursing, social work, 
and teaching exist.  With regards to teaching, “extra pressures related to one’s maleness may, not 
surprisingly, deter men from teacher training or encourage premature departure from the 
profession” (Cushman, 2005, p. 235).  Ashcraft and Sevier (2006) identified four reasons that 
sum up men’s absence as it pertains to elementary school teachers: “(1) the negative perceptions 
connected with elementary teaching; (2) the low financial compensation and status; (3) the 
feelings of isolation due to the overrepresentation of female teachers; (4) the push to pursue 
administrative positions” (p. 131). 
Stereotypes.  Cushman (2005) reported men who teach primary school create reactions 
among others unlike those in other professions; “Few career aspirants are disposed to such 
emotive reactions from other people as males who disclose their decision to pursue a career as a 
primary school teacher” (p. 321).  These emotive responses often appear in the form of 
stereotypes, some of which are damaging (Ashcraft & Sevier, 2006: DeCorse & Vogtle, 1997; 
Sargent, 1998).  The most notable stereotype, which encapsulates many other stereotypes, is the 
identification of teaching at the elementary level as feminine (King, 1994).  According to 
DeCorse and Vogtle (1997) a feminine label depicts elementary schools as the place where “the 
classroom teacher is female, subservient, and second-rate” which “makes it unlikely that males 
will choose to teach, even when predisposed to do so” (p. 38).  
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Public acceptance of elementary schools as feminine created damaging stereotypes for 
men who teach young children (King, 1998).  Society views men, who work in fields statistically 
dominated by women, especially when their work has a caring or nurturing focus, as gender 
deviants (Hultin, 2003).  Public description of men elementary teachers goes beyond the label of 
feminine.  
A public perception is that men who teach primary grades are often either homosexuals, 
pedophiles, or principals in training.  These commonly held, but seldom voiced, 
presuppositions have had a strong impact on men’s decisions about whether to teach 
young children.  Furthermore, such perceptions ensure that the men who do choose to be 
primary teachers, are frequently seen as suspect.  (King, 1998, p. 2) 
  
Those who have entered the field feel their work is constrained because of negative 
public perceptions associated with men teaching young children.  For instance, men often feel 
the need to keep the door open, never meet with students alone, and partner with female teachers 
whenever possible (Wiest, 2003).  Although social norms support the notion women should be 
the teachers of young children, Sexton (1969) proposed a different perspective and made the case 
for men not to be the teachers of young children.  According to Sexton (1969), “Putting a man, 
any man, in place of women in school will not do.  A man who is less than a man can be more  
damaging to boys than domineering mothers” (p. 29-30).  Sentiments such as this make it 
difficult for men considering career options to enter the field of teaching (Ashcraft &Sevier, 
2006).   
Status.  In addition to negative stereotypes, low status related to elementary teaching also 
prevents some men from choosing teaching as a career (Ashcraft &Sevier, 2006).  Men who 
work in female dominated jobs identify social status as a big concern, which stems from their 
“close identification with the hegemonic masculinity of the professional-managerial class” 
(Coulter & Greig, 2008, p. 423).  According to Coulter and Greig (2008), this close identification 
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pushes men to pursue jobs that maintain an ideal of masculine hegemony, which does not 
coincide with being an elementary school teacher.  If not due to their own perceptions, family 
and friends echo status concerns regarding their choice of profession, ranking teaching as an 
occupation with lower status than most other jobs (Allan, 1997; DeCorse & Vogtle, 1997; 
Farquhar, 1997).   
Although status is often associated with the level of financial compensation workers 
receive, Allan (1993) attributed low status of teachers to the low level of prestige connected with 
the feminized setting of elementary schools.  The low prestige is attributable to the connection of 
caring to elementary teaching, which is a critical attribute of women’s work (Cameron, Moss & 
Owen, 1999; King, 1998).  The fact society views elementary teaching as “women’s work” 
diminishes its status (Williams, 1993, 1995).   
Isolation.  Another issue that may prevent men from becoming elementary school 
teachers relates to the lack of connectedness they experience with their colleagues.  Men teachers 
reported that their women colleagues are supportive of them, but that a social barrier indicating 
discomfort with men in the elementary setting still exists (Coulter & McNay, 1993).  Men feel a 
“profound sense of isolation” when working jobs overrepresented by women (Ashcraft & Sevier, 
2006, p. 131).  Finding their place in a workforce comprised overwhelmingly by women creates 
stress for men elementary teachers.  According to Ashcraft and Sevier (2006), men had trouble 
feeling a part of the group, and often found themselves feeling excluded from the group.  As a 
result of such discomfort, men were not sure how to act, and often chose inaction in order to 
avoid doing something wrong (Ashcraft & Sevier, 2006).   
The glass escalator.  Another reason for the low number of men elementary teachers 
may be due to the fact men do not stay in the field, advancing into administrative positions or 
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leaving the field of education all together (Ashcraft & Sevier, 2006; Montecinos & Nielson, 
1997).  The movement out of elementary teaching positions occurs due to a number of factors.  
First, according to Montecinos and Nielson (1997), a relatively high percentage of men enter the 
teaching profession in hopes of advancing into a higher paying more prestigious administrative 
position.  Thirty nine percent of men teachers wish to leave the ranks of teaching to become 
administrators (Montecinos & Nielson, 1997).  Although some men enter the field of teaching in 
hopes of advancing out of it, others intend to make long careers out of their time in the classroom 
(Ranson, 1997).  Regardless of the group into which men teachers fall, external pressures to 
advance are commonplace.  In addition to receiving regular questions about “moving up” by 
colleagues and family members, Williams (1992) reported status associated with administrative 
positions creates a pulling effect for men who teach.  Williams (1992) used the analogy of a glass 
escalator to illustrate this push and pull and the upward movement of men from low status 
positions typically held by women.  Her implication was that although women reach a glass 
ceiling in their advancement, a place where they can see the top jobs but not attain them, men 
easily advance out of low status feminine positions (Williams, 1992).  Although some men enter 
teaching with no aspirations to move into administrative positions, many men are unable to 
thwart the pressure to do so (Ashcraft & Sevier, 2006). 
According to Jacobs (1989), the lack of men in elementary teaching positions occurs 
largely because of the social control that derails men educators from entering the field.  Social 
control includes inequitable behaviors and structures that influence decisions regarding work 
choices minimizing the number of men entering the teaching profession, but also, in some 
instances, forcing others out (Jacobs, 1989).  These actions can come in the form of sabotage or 
exclusion by “sex typical” workers toward their “sex atypical” counterparts (Cognard Black, 
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2004, p. 115).  Furthermore, Allan (1993) reported two factors, having a man principal and 
working with a higher concentration of women, heighten social control that may lead to outward 
movement.  In order for the pattern of social control to be broken, Jacobs (1989) believed drastic 
circumstances must occur.  Social control is so normative that times of social upheaval or 
economic recession are often prerequisites for workers to accept employment in nontraditional 
gendered settings (Jacobs, 1989).  For instance, during the depression, men pushed women out of 
teaching jobs in order to find work in a scarce job market (Priegert Coulter & Greig, 2008).   
In spite of the challenges male teachers face, men do teach at the elementary level.  Some 
of these men choose to teach at this level, while others seem to fall into the field.  In either case, 
these men must apply and go through the hiring process like any candidate regardless of gender.   
Becoming an Elementary School Teacher 
 An initial reflection of the route men go through to become an elementary school teacher, 
may lead one to believe the process is no different from men who pursue any other career.  
Although aspects of this quest commonly occur in the journey to find work in other professions, 
there are differences, too.  The following sections explore how these differences are unique to 
men who become elementary school teachers.  It will examine how some men actively pursue a 
career in teaching while others’ paths to teaching are reactive.  In addition, I will also review 
how men elementary teachers experience the hiring process.   
Seekers 
Regardless of the social controls prevalent today, men educators choose to enter and 
actively seek elementary teaching positions.  Williams and Villemez (1993) coined these men 
“seekers” due to their proactive pursuit of a position considered “non-traditional,” based on the 
fact more than 75% of elementary teachers are women.  Elementary education fits well within 
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the 75% criteria, as 85% of elementary school teachers are women (NEA, March, 2010).  Several 
attributes are unique to seekers, most notably the social influence these men experience (Wiest, 
2003). 
Men who seek elementary school teaching positions receive influence from several areas.  
According to Wiest (2003), men elementary teachers had positive experiences working with 
children in other settings, strong teachers when they were students whom they wished to 
emulate, and strong family role models.  Men who become elementary teachers may have family 
members who were educators, or possibly worked as tutors or camp counselors (Wiest, 2003).  
In addition to outside influence, men who teach also have certain personal characteristics in 
common.  Men who seek elementary positions are younger, have less work experience, and are 
much less likely to be married (Williams & Villemez, 1993).  
Although these characteristics may seem typical of teachers entering the workforce 
regardless of gender, consideration of the impact these characteristics have on men teachers 
deserves reflection (Williams & Villemez, 1993).  According to Williams and Villemez (1993), 
age, work experience, and marriage status influences men elementary teachers’ social 
experience, and impacts their comfort or discomfort associated with seeking elementary teaching 
positions.  These factors place these men in a different social structure, therefore varying the 
social controls they face (Williams & Villemez, 1993).  As a result, societal constraints that 
prevent some men from seeking work in elementary education, do not bind men with these 
demographic characteristics.  As Williams and Villemez (1993) reported, these men feel more 
comfortable seeking work as an elementary school teacher than do men who are older, have 
more work experience, and are married.  
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For seekers, the opportunity to make a difference in the lives of children resonates loudly 
within men workers’ rationale for pursuing a career as a teacher (Williams & Villemez, 1993).  
Men who enter teaching to make a difference often choose to work at the elementary level, 
because they believe their impact can be greater at the younger grades than it can at higher 
grades (Ranson, 1997).  Although descriptions of making a difference can vary, men who teach 
seem to describe it similarly.  The way these men look to make a difference is by acting as a 
father figure and “model male” (Wiest, 2003).  Teachers may cite the absence of model men in 
the lives of children, or the negative modeling of men who are present, as reasons to support 
their decision to teach (Allan, 1993; Ashcraft & Sevier, 2006; DeCourse & Vogtle, 1997).   
In addition to the desire to make a difference in the life of a child, men choose elementary 
teaching for other reasons as well.  According to Allan (1993), men seekers likely had a strong 
connection with their own teachers in the elementary years, and look to emulate that experience 
in their own careers.  Others enter the field of teaching in hopes of quickly progressing to a more 
typically masculine gendered education role, like that of a school administrator (Allan, 1993).  In 
addition, seekers typically use this career choice to alter social paradigms (Montecinos & 
Nielsen, 2004).  Seekers often question previously held social conceptions that “linked 
femininity, caring, and teaching” and look to use their position as a platform to challenge these 
notions (Montecinos & Nielsen, 2004, p. 5).  In order to challenge these conceptions and create a 
new image for elementary teachers, men may cross gender work lines.  The result of action such 
as this is the formation of a contemporary image known as the “new man.”  This image, as 
described by Hondagneu-Sotelo and Messner (1997), is a man who is nurturing, involved, 
expressive with his feelings, and associates with women in an egalitarian way.   
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Although some men seek work in predominantly female professions, others who end up 
there did not intend to do so.  These men become teachers following a path different from 
seekers.  Williams and Villemez call this group of men finders (1993).  
Finders   
 “Finders” outnumber seekers within the elementary teaching profession (Williams & 
Villemez, 1993).  Finders are men who did not pursue elementary teaching jobs, but found their 
way into them.  Williams and Villemez (1993) suggested women may actively search for 
masculine jobs because of the economic and status benefits associated with those jobs.  
Conversely, men do not usually search for feminine jobs.  Instead, finders actively pursue jobs 
considered traditionally masculine, but end up in feminine jobs.  Research suggests 80% of men 
elementary teachers, have fallen through what they call the “trap door” and fit into this category 
(Williams & Villemez, 1993, p.75).  Whether men sought elementary teaching positions or 
simply found them, Williams and Villemez (1993) indicated that 75% leave the profession for 
jobs dominated by men (p. 79).   
Regardless of whether men fit into the seeker or finder category as described above, 
members of each group have to go through a hiring process prior to receiving a job offer.  The 
process of hiring teachers is not unlike the experiences of other professionals.  Generally, the 
process includes submission of an application, followed by an interview, and then a job offer.  
Although this progression is similar in most professions, how men teachers describe this 
experience is distinct.   
Gender Advantages of Men Teachers 
 Men elementary teachers realize several advantages related to their gender.  The most 
prominent advantage is a preference in hiring.  Examination of this advantage also revealed 
44 
 
 
several reasons men experience advantageous hiring practices.  In addition to hiring, men 
elementary teachers receive advantages when on the job.  I will also explore these advantages 
below. 
Hiring   
Men elementary teacher candidates receive preferential treatment during the hiring 
process, even though, or maybe because of their gender (Allan, 1993).  According to a 
longitudinal study of ninety-nine participants conducted by Williams (1992) between 1985 and 
1991, participants preferred hiring men for elementary teaching positions.  Allan (1993) 
attributed preferential treatment in hiring to the desire to have men role models in elementary 
schools, accommodate affirmative action, or provide men principals with companionship.   
Others indicated the desire to hire men develops due to a belief that the lack of gender 
diversity minimizes the strengths brought into the school for the purpose of teaching and learning 
(Benton DeCorse & Vogtle, 1997; Farquhar, 1997; Wiest, 2003).  Cushman (2010) indicated 
men received privilege in hiring to become role models of single parent children, to inspire and 
engage boy students, and to balance ways in which women teach.  In spite of a desire to have 
more men elementary teachers, Williams and Villemez (1993) determined only half of the 
seekers interviewed were hired.  However, Allan (1993) argued men teachers still have an 
advantage when it comes to hiring.   
The idea of men having an advantage in the hiring process needs further exploration.  
Possible reasons for preferential treatment in hiring include the need for male role models, a 
desire to balance out the workforce, utilizing the unique style of male teachers, and the social 
pursuit of reassigned gender roles.  The following sections explore these areas.   
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The need for male role models.  According to numerous researchers, the most prevalent 
rationale for hiring more men elementary school teachers stems from the presumption that 
students need men to be role models (Allan, 1997; Beckstrom, 2004; Benton DeCorse & Vogtle, 
1997, Farquhar, 1997; Helmer, 2005).  Whether this need is real or perceived, research indicates 
societal changes such as increased single parent homes, troubled living situations, societal 
violence, and mixed families affect children more now than ever (Farquhar, 1997; McCormick, 
1994).  To combat these societal challenges, children require role models, but must often look 
outside the home to find them (Farquhar, 1997).  According to Farquhar (1997), this search 
results in children who find role models in non-academic settings such as athletics or television.  
In order to solve the problems associated with a changing society, and the lack of men role 
models in children’s lives, reformers have “intensified their calls to recruit more males” into the 
elementary classroom  “based on the presumed benefits that males might bring to the grade-
school classroom” (Ashcraft & Servier, 2006, p. 132).  From a more broad perspective, Cushman 
(2010) believed there is an assumption that men “behave differently” than women, and that 
serving as role models “increases engagement and subsequent academic achievement of students, 
particularly boys (p. 1211).  
The presumed benefits role models have do not apply to the role models themselves.  
Men who teach at the elementary level indicate they struggle to understand what it means to be a 
role model (Cushman, 2005).  Men are torn between portraying themselves as a role model who 
is nurturing, one who demonstrates hegemonic masculine traits, or one who models positive 
attitudes for boys who are struggling in school (Ashley, 2001; Balchin, 2002; Burn, 2002; 
Skelton, 2002).  According to Cushman (2005), the fact that society expects men teachers to 
model “unspecified male characteristics and behaviors is in itself daunting” (p. 232). 
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Balancing out the workforce.  DeCorse and Vogtle (1997) reported a major public 
policy issue in the field of education is representation.  Representation is the “presence of 
individuals in teaching more representative of the population of students being taught” (p. 37).  
More simply put, by placing more men in elementary classrooms, schools expose students to a 
heterogeneous workforce similar to the make-up of the student body.  Furthermore, Ashcraft and 
Sevier (2006) stated this “balancing out” more similarly reflects the diversity throughout society 
(p. 139).   
In addition to achieving a greater degree of heterogeneity, there is another lens to look 
through when considering initiatives meant to balance out the workforce within elementary 
education.  Martino (2008) concluded the idea of balancing out the teacher workforce might 
really be a means to counter the feminization of elementary schools.  Research indicated there is 
a public perception that men who teach in the elementary school setting, as well as elementary 
students, benefit from de-feminization efforts such as this (Blount, 2000; Coulter & Greig, 2008; 
Sargent, 1998; Sexton, 1969).   
For men who work in the elementary setting, the benefits of balancing out the workforce 
surface when men teachers look to overcome personal struggles with gender negotiations 
(Blount, 2000; Sargent, 1998).  According to Sargent (1998), men elementary teachers regularly 
struggle to negotiate their gender.  Blount (2000) stated increasing the number of men in 
teaching might help men teachers bolster their “flagging sense of manliness” (p. 86).  Blount 
(2000) and Sargent (1998) reported the result of a more heterogeneous workforce minimizes the 
need for men to worry about gender related issues.   
In addition to meeting the gender identity needs of men elementary teachers, Coulter and 
Grieg (2008) indicated increasing the number of men elementary teachers presumably allows 
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schools to overcome problems students have had, especially boys, as a result of receiving their 
schooling mainly from women.  Societal viewpoints suggest that adding more men teachers at 
the elementary level will “balance and enhance the school environment for boys and counter any 
ill effects imposed by female teachers” (Coulter & Greig, 2008, p. 424).  To overcome the ill 
effects of a feminized schoolhouse, Sexton (1969) suggested the “right kind of male teachers” 
should be hired (p. 55).  She added that not having the right men in these positions would 
disallow boys the right to act naturally, effectively turning them into “sissies” (p. 55).  The right 
kind of man, was a “real man’s man such as rugged ex-football players, tough men” (Sexton, 
1969, p. 195).  
The call for more men to ease the woes of a feminized school setting, and offer children a 
positive educational experience does not come from empirical reports.  Rather these arguments 
come from weak evidence, relying more so on intuitiveness than fact (Gold & Reis, 1982; Pleck, 
1981; Robinson, 1981).  According to Pleck (1981), researchers who call for more men fail to 
include the impact of more or less men on students who are girls.  Furthermore, there is “no 
evidence that female teachers encourage feminine pursuits or that boys see school as feminine” 
(Pleck, 1981, p. 126).  Pleck is not the only author to take such a stance.  Allan (1993) also 
supported the notion that the call for more men in the elementary school setting is unfounded.  In 
fact, he indicated the call for such action comes largely from folklore. 
Men teaching styles.  Benefits of counter feminization efforts, such as balancing out the 
proportion of men and women teachers at the elementary level, also presumably benefit students.  
DeCorse and Vogtle (1997) indicated increased balance within the teaching cadre, representative 
of the larger society, allows for greater levels of success from a heterogeneous student body.  
The increased level of success from students, according to men teachers as reported by Ashcraft 
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and Sevier (2006), comes from the belief that they offer alternative pedagogical strategies.  In 
line with public policy that calls for teachers to be representative of the students they teach, 
increasing the number of men comes closer to meeting the needs of a learner group typically 
comprised of child populations of half boys and half girls (McCormick, 1994).   
Men’s ability to meet learner needs comes from research suggesting men elementary 
teachers provide their students a different style from their women counterparts (Ashcraft & 
Sevier, 2006).  Men teachers reach curriculum standards through a more active hands-on 
approach supported by a classroom management style that is different from what female teachers 
offer (DeCorse & Vogtle, 1997; Farquhar, 1997).  Ashcraft and Sevier (2006) supported this 
notion in their study as well.  They indicated that men recognize a difference, or a presumed 
difference, in their approach relative to their women colleagues.  Often times, men teachers 
reported they were less nurturing than women teachers were, and took a more business-like 
approach with a greater focus on academics (Ashcraft and Sevier, 2006).  Research by Ashcraft 
and Servier (2006), suggested that without the diversity in approach offered by men, a mainly 
women workforce may not meet some students’ learning needs.  “Yet there is not strong research 
evidence that teachers’ demographic characteristics and most of the quality indicators (of men) 
described here make a difference in student learning” (Zumwalt & Craig, 2008, p. 409).   
Reassignment of gender roles.  In addition to creating a teaching cadre more gender 
representative of the student population, and therefore increasing opportunities for student 
success by meeting leaner needs, experts believe hiring more men will help boys see men, or the 
role of teaching, in a different light (Mancus, 1992).  As Mancus (1992) reported, “over 
identification with a masculine or feminine orientation and singular gender models can result in 
sex-role stereotyping, and restrict development of the individual” (pp. 111-112).  To this point, 
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the presumed hiring advantage for men educators has not changed the gender dynamics found in 
elementary schools.  There are far more women elementary teachers than men, and a higher 
percentage of men rise to the ranks of principal than do women (NEA, 2010).  Typical staffing 
scenarios in elementary schools such as these, support “popular and restrictive sex role 
stereotypes” in areas such as authority, nurturance, and academic aptitude (Mancus, 1992, p. 
111-112). 
According to Mancus (1992), when this pattern is broken and more men teachers are 
hired, children have a chance to see men in positions they normally do not, therefore broadening 
masculinity definitions, and limiting gender role stereotypes by children.  The reported result is 
recognition among students, boys and girls, that masculinity can include nurturing occupations 
such as teaching (Ashcraft & Sevier, 2006; Mancus, 1992).  According to Ashcraft and Sevier 
(2006), this new view of masculinity may challenge normative assumptions for students, but also 
for society as a whole.  Societal expansion of gender roles, allows for a proliferation of a “new 
man” identity, one in which the man is “in touch with and expressive of his feelings and 
egalitarian in his dealings with women” and portrays men in a nurturing way (Hondagneu-Sotelo 
& Messner, 1997, p. 58).   
The presumed hiring advantage men elementary teachers experience and the rationale 
behind their advantages are distinct.  Yet differences for men teachers do not end after they are 
hired.  In fact, men elementary teachers experience other advantages once they are employed. 
Job Advancement 
One advantage men teachers realize relates to their ability to ascend the organizational 
ladder.  According to Williams (1995), men experience extreme pressure to advance up the 
hierarchy into administrative positions.  This phenomenon, called the “glass escalator effect,” 
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results in rapid promotions to more prominent and profitable positions as compared to their 
women peers (Williams, 1995; Yoder, 1991).  Men reap the benefit of the glass escalator in part 
from another advantage men teachers realize, their relationship with the principal.  Allan (1993) 
and Williams (1992) noted men teachers often form close relationships, something Allan (1993) 
called gender alliances, with men administrators.  The glass escalator effect further advantages 
men creating and maintaining an internal gender hierarchy that emulates the larger societal 
gender order (Acker, 1990; Williams, 1992, 1995).   
Recognition and Appreciation 
Kauppinen-Toropainen and Lammi (1993) reported the minority status of men as 
elementary teachers makes them somewhat of a novelty that on occasion offers special attention, 
respect, and autonomy.  Special attention manifests itself as being more likely to receive 
mentoring, and to collect appreciation, than their women colleagues (Smith, 2004).  According to 
Smith (2004), appreciation often comes from parents who offer gratitude for being a role model 
to their children, and mentoring comes from close relationships with the school principal, often a 
man.  Although women teachers recognize these advantages, it reportedly does not interfere with 
women’s acceptance of men elementary teachers (Williams, 1995).   
Instead, special attention men teachers receive aides in their acceptance from women 
counterparts, even though they are the numerical minority.  This type of welcome, according to 
Williams (1995), is not something women who enter predominantly masculine professions 
experience.  Men receive this level of acceptance when entering a feminized profession such as 
elementary school teaching, because women teachers “believe that an increase in the number of 
men in the profession can enhance the status, prestige, and, they hope, the pay of the profession” 
(Kauppinen-Toropainen & Lammi, 1993, p. 100).  Another reason women teachers accept men 
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teachers into their school, stems from professional alliances they form with women teachers, 
“based on shared interests, access to power, and experiences” (Allan, 1993).  This leads to 
collegial, rather than unfriendly relations with women teachers, without issues of harassment 
(Bradley, 1993).   
Finding a Niche 
 According to the literature, men teachers realize another advantage in their ability to find 
a niche within the workplace (Smith, 2004).  This level of specialization, as stated by Smith 
(2004), allows men teachers to separate themselves from women colleagues while connecting 
with traditional masculine stereotypes that lead to greater degrees of enjoyment when at work.  
Williams (1989) concluded this advantage leads to opportunities for men to proclaim their 
superiority and potentially secure economic benefits over women colleagues.  Specialized 
aspects of men teachers’ work could include coaching, advising, or being responsible for 
technology in the school (Smith, 2004). 
Gender Challenges of Men Teachers 
Men make sense of their experiences as elementary school teachers in different ways.  
Literature reviewed, reported men receive advantages in hiring, and on the job.  Other research 
indicates men teachers experience challenges related to their gender.  I explore these challenges 
next. 
Student Interactions  
Although some research supports the idea that society believes men are necessary to offer 
students a positive role model (Allan, 1997; Beckstrom, 2004; DeCourse & Vogtle, 1997, 
Farquhar, 1997; Helmer, 2005), forming connections with students can often create challenges 
for men who teach at the elementary school level (Ashcraft & Sevier, 2006; Sargent, 1998; 
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Williams, 1992).  Men often consider themselves to be under the microscope when interacting 
with their students (Sargent, 1998).  Society considers physical interactions between teacher and 
student, which occur often at the elementary level, as suspect when the teacher is a man 
(Ashcraft & Sevier, 2006).  Outside discrimination against men elementary teachers connected 
with student contact can reach significant levels (Williams, 1995).   
According to Williams (1992), society considers men elementary school teachers to be 
sexual deviants, which creates challenges when building relationships with students (p. 261).  
Although men elementary teachers “desire to be more sensitive and compassionate” they often 
felt “inhibited by the restrictions placed on (their) interactions with children and the mistrust 
these engendered” (Cushman, 2005, p. 233).  Because of the mistrust, and resulting level of 
accusations men elementary teachers may face, men teachers take great care proactively to clear 
themselves from perceived wrongdoing (Ashcraft &Sevier, 2006).  For instance, men avoid 
physical interactions, keep their classroom door open at all times, and never meet alone with a 
student (Ashcraft & Sevier, 2006; Wiest, 2003).   
Elementary teachers realize the importance of building close connections with those they 
teach.  In order to create these connections effectively, teachers often engage in appropriate 
physical interactions with the students such as giving and receiving hugs (Sargent, 1998).  Men 
who teach at the elementary level however, realize the potential negative affect of such an 
interaction, and therefore often engage in what Sargent (1998) called compensatory activities, in 
hopes of making close connections while avoiding scrutiny.  These activities, according to 
Sargent (1998), include high fives and fist bumps to replace some of more nurturing techniques 
commonly used by women teachers. 
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In addition to being careful when navigating potentially incriminating situations 
regarding physical contact with students, men elementary teachers in Ashcraft and Sevier’s 
(2006) study indicated a challenge associated with the placement of difficult children into their 
classroom.  Principals often assign men elementary teachers more troubled children than their 
female counterparts (Ashcraft & Sevier, 2006).  Placement rates such as this come from 
expectations that men teachers possess a skill set that will allow them to successfully manage 
and discipline problem students.  However, Ashcraft and Sevier (2006) noted the expectation of 
men to manage challenging students effectively does not come from evidence of successful 
classroom management, but rather from socially imposed gender stereotypes.  
Working in a Feminine Environment  
Men who teach at the elementary level find themselves part of the statistical minority 
group.  Because men are less likely to enter an occupation saturated with women than women are 
to enter an occupation with a high percentage of men, men are not usually members of the 
statistical minority when at work (DeCorse & Vogtle, 1997).  When men experience this status, 
they often identify a sense of discomfort related to the fact they work in a setting dominated by 
women (Ashcraft & Sevier, 2006).  Cushman (2005) indicated men teachers found their minority 
status “unsettling and disparaging” (p. 232).   
Men in Ashcraft and Sevier’s (2006) study recounted much of the discomfort stemmed 
from an inability to engage in conversations originating from women colleagues, because of the 
nature of topics discussed.  In addition, men shared that there was a dramatic and gossipy nature 
associated with conversations connected to women teachers, and that the feminine approach to 
dealing with issues was non-confrontational and indirect, which minimized the ability to get 
things done in a timely fashion (Ashcraft & Sevier, 2006; Kauppinen-Toropainen & Lammi, 
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1993).  Men elementary teachers indicated that meetings where men happened to make up the 
majority, were “more efficient, shorter, and less likely to become sidetracked or emotional,” than 
when women make up the majority (Cushman, 2005, p. 233).  These perceived challenges, 
according to Ashcraft and Sevier (2006), create distance between men and women teachers in 
social ways, which in turn can create strain on professional relationships between men and 
women who teach together. 
Isolation.  Relational discomfort, whether social or professional, can manifest itself in a 
sense of isolation for men who teach at the elementary level (Allan, 1997; Aschcraft & Sevier, 
2006).  Men sometimes feel “excluded and/or uneasy in formal social interactions that take place 
during the school day” (Ashcraft & Sevier, 2006, p. 131).  Kauppinen-Toropainen and Lammi, 
(1993) reported that men found it difficult to work within a feminine culture and considered 
themselves outsiders.  The resulting interactions, or more accurately lack of interactions, were 
then often misinterpreted among colleagues and building leaders to be anti-social or disengaged 
behaviors.  According to Allan (1997), men teachers’ hesitance to interact, often led others to 
feel they did not really want to be elementary teachers at all.  
Challenges to masculinity.  Feelings of discomfort and isolation contribute to negative 
perceptions of working in a feminized profession, which King (1994) reported is the negative 
perception men cite most commonly.  According to Lupton (2006), “There has been increasing 
recognition that men may experience a challenge to their masculinity, both through working 
alongside women and from performing a role that women would normally undertake” (p. 106).  
The perception that elementary school teaching is for women, and that men are working with 
young children leads to questions concerning men teachers’ masculinity (DeCorse & Vogtle, 
1997).  This line of questioning comes in several forms.  First, DeCorse and Vogtle (1997) 
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reported men who teach elementary school face questions about their level of manliness.  One 
participant in their study stated other men who are not teachers might say things such as “he 
must not be too masculine if he’s down there working with the little kids coloring things” 
(Benton DeCorse & Vogtle, 1997, p. 18).  Ashcraft and Sevier (2006) reported men sometimes 
face verbal attacks and accusations regarding their sexuality, as well as their intentions of 
working with children.  These attacks and accusations come in the form of labeling men 
elementary teachers as girls, child molesters, or pedophiles, leading to fear of false accusations 
of sexual misconduct (Allan, 1998; Benton DeCorse & Vogtle, 1997; Farquhar, 1997).  
In addition to stereotypes from those outside the organization, men who teach elementary 
school shared that the women they work with often perpetuate masculine stereotypes as well 
(Cushman, 2005).  As reported by Benton DeCorse and Vogtle (1997), “Females’ reaction to 
males’ choice of teaching denotes another layer of complexity; they reinforce males for being 
sensitive to children, yet their surprise they would do this indicates they think it is out of the 
ordinary” (p. 40).  Sargent (2000) claimed women colleagues view men as more technologically 
motivated, forceful, task-oriented, practical, and authoritarian than women.  Cushman (2005) 
indicated men teachers acknowledged these stereotypes but “expressed difficulty in accepting the 
expectation that they should accommodate them” (p. 234).  
Collegiality   
Once a profession where teachers were isolated in their work, teachers’ work now closely 
involves their colleagues (Jarzabkowski, 2002).  Whether this is in a team teaching situation, or 
in a professional learning community, where teachers spend time in formal discussion on 
teaching and learning, teaching has become a collaborative profession (DuFour & Eaker, 1998).  
56 
 
 
According to Jarzabkowski (2002), teacher collegiality is extremely important for teachers as it 
improves the quality of teaching.  
Jarzabkowski (2000) described collegiality as the way teachers are involved with their 
peers on all levels.  This could include intellectual, ethical, emotional, or social components.  
The impact of collegiality is associated with positive working relationships leading to improved 
teaching and learning (Jarzabkowski, 2002).  Fullan (1999) and Nias (1998) reported high levels 
of collegiality are necessary for schools to be successful.  Nias (1998) accentuated this point by 
stating, 
The welfare of the children is intimately bound up with the well-being of the adults who 
worked with them.  If the latter did not feel accepted as people in the staffroom, they 
would not be fully at ease in the classroom.  Besides, it is philosophically inconsistent to 
treat children as “whole” and “individual” but to ignore the personhood of their teachers. 
(p. 1262)  
 
Therefore, research regarding collegiality between and among men and women elementary 
teachers, as viewed through their individual experiences, deserves inspection (Jarzabkowski, 
2002). 
According to Jarzabkowski (2002), Nias (1998), and Fullen (1999), the level of 
collegiality between teacher peers has a great influence on teachers and the work they do.  This 
impact can have significant effects on functions of collegiality such as feeling lonely and having 
limited opportunities to socialize, which might deter men from entering the teaching profession 
(Smith, 2004).  When men do enter the teaching profession, they often indicate difficulty fully 
integrating into the school and find themselves missing men’s companionship (Kauppinen-
Toropainen, 1992).  Therefore, Wood (2012) believed the gender imbalance found in elementary 
schools makes collegiality concerns more important for men than for women.   
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A lack of collegiality between men and women colleagues can occur for a number of 
reasons.  First, women colleagues contest men’s entrance into the gendered workplace of 
elementary schools (Allan, 1993).  Allan (1993) explained, in some instances, women 
elementary teachers assume that men are token hires, and therefore are not likely able to handle 
the rigors of the job.  As a result, Allan (1993) found women teachers resented men teachers’, 
special treatment in the form of job advancement.  In addition, women who have developed an 
area of influence may wish to keep it to themselves, in order to hold onto “one of the few arenas 
they can exert power,” even if it supports feminine stereotypes (Acker, 1983, p. 134).   
Wood (2012) also indicated stereotypes associated with gender strain inter-gender 
collegiality.  Men teachers believe their women colleagues “push them into stereotyped 
masculine roles” (Kuappinen-Toropainen & Lammi, 1993, p. 102), which exaggerate presumed 
gender characteristics.  This leads to scenarios where women teachers look for colleagues with 
alternative characteristics such as someone who can “fit in,” listen without arrogance, and 
contribute to the team atmosphere of the school (Wood, 2012, p. 320).  The overall perception of 
men teachers, as indicated in Wood’s research, is more negative than it is for women teachers.  
In addition to reasons listed previously, Wood (2012) reported collegiality between men teachers 
and women teachers suffers because women consider men to be less effective teachers.  
Furthermore, women colleagues have negative biases towards men teachers, and low numbers of 
men mean a few ineffective men teachers have a significant generalizing impact on all men 
teachers.   
Alternatively, Allan (1993) indicated there is often support for men entering the ranks of 
elementary teaching by their women colleagues.  In these situations, men receive encouragement 
and backing from their women counterparts, partly because they believe having men elementary 
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teachers “enhances the status, prestige, and they hope, the pay of their profession” (Kauppinen-
Toropainen & Lammi, 1992, p. 100).  In these cases, the collegiality between men and women 
teachers can be high.  Furthermore, Allan (1993) reported, there are instances in which men and 
women elementary teachers form alliances in order to access power, with men often doing the 
dirty work of raising issues with building administrators.  This is also a means to build cross 
gender collegiality.  However, in these instances, relations with administrators can suffer (Allan, 
1993).  He believed administrators consider men teachers who form alliances with women 
colleagues “gender renegades” (p. 114).  Solid relationships between administrators and teachers 
tend to sour in these cases, leaving men pinned as unreliable, or threatening (Allen, 1993).   
The dynamics of an elementary school setting can create strain for men teachers and their 
relationships with their colleagues.  Men who teach at the elementary level must navigate 
tokenism, challenges with student interactions, working in a feminine environment and 
collegiality concerns.  These experiences, and how they handle them, could have a tremendous 
effect on men teacher’s experiences, and possibly on their school as an organization.  Therefore, 
men often take measures meant to minimize the strain associated with these factors.  For men, 
these efforts come in the form of doing gender. 
Doing Gender   
Doing gender occurs in all social settings; however, Carlson and Crawford (2011) 
believed the act of doing gender “is entrenched in organizational practices and communicated to 
workers in a multitude of ways” (p. 2).  While supporting this notion, Martin (2001) stated the 
act of doing gender blends with work dynamics, creating negative consequences at work.  For 
instance, acts of doing gender maintain men’s privilege (Martin, 2003), decrease the 
effectiveness of the organization (Fletcher, 1999), and devalue women (Martin, 2006).   
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Therefore, understanding the concept of elementary teachers doing gender, when men teachers 
fill socially constructed gender roles, is critical (Sargent, 1998).   
West and Zimmerman (1987) defined “doing gender” as the social process that creates 
and maintains gender.  This process refers to gender as something that is “done or performed” 
and “produced, reinforced, and continually reconstructed, rather than an inherent or natural 
attribute of individuals (Carlson & Crawford, 2011, p. 2).  Simpson (2011) added that doing 
gender is about negotiating, creating, and maintaining difference in social settings.  Using a wide 
repertoire of gender behaviors observed over many years, men create and recreate their gender 
practices regularly (Martin, 2003).  However, Martin (2003) reported even with a large pool of 
experiences related to gender observation, sex stereotypes rooted in our culture are prevalent, 
possibly minimizing behavior choices.  Some of these stereotypes develop through men’s work 
in a feminized elementary school setting, where men employees are gender role stereotyped, thus 
having an impact on how they do gender (Sargent, 1998).  Despite the fact men regularly engage 
in doing gender, they are often unaware of their gender performances, or specific gendered acts 
in which they participate (Sargent, 2004).    
Gender segregation in the workplace, specifically within elementary schools, leads to acts 
of doing gender for men teachers.  How men do gender is in response to stereotypes they are 
attempting to either take advantage of or overcome.  To examine how this works for men who 
teach elementary school, I will now explore how doing gender connects with stereotypes, and the 
presumed need for men elementary teachers to act as role models.   
Stereotypes.  To understand the effect of gender stereotypes on men elementary teachers, 
a study of what Hansot and Tyack (1988) call “the absent presence” of gender is required.  This 
includes a close examination of the men working in organizational cultures where gender 
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practices are implicit.  According to Hansot and Tyack (1988), elementary schools offer such an 
organizational culture.   
Society has long viewed elementary school teaching as women’s work because of the 
caring and nurturing attributes of women (Calvanese, 2007).  In fact, in 1853 educational 
reformist Horace Mann wrote he believed women being the educator of children are equal to the 
requirement of nature of women being the mother of children (cited in Hill, 1996).  Hoffman 
(1991) supported Mann stating, “I am firmly convinced that while teaching is a natural vocation 
for most women, it is rarely the true vocation of a man” (p. 298). 
This role, the role of caregiver or nurturer, is a natural role for women to take on 
(Gilligan, 1982; Noddings, 2007).  Although the ethic of care applies to men and women, 
Noddings (2007) based the concept on “centuries of female experience and the tasks and values 
long associated with that experience” (p. 225).  Kauppinen-Toropainen and Lammi (1993) 
supported this concept when they wrote, “The women’s sphere is characterized by an emphasis 
on providing services or taking care of people” (p. 92).   
The act of doing gender is not only attributable to managing stereotypes that associate 
teaching with caring, and therefore deem it as feminine, but also for the purpose of managing 
gender deviant stereotypes that portray men teachers as gay, pedophiles, or child molesters 
(King, 1998).  The conflict between gender stereotypes and work, for men who teach within the 
feminized setting of an elementary school, creates challenges in maintaining a self-identity, but 
also in fitting the mold created by their colleagues and supervisors, forcing them to sway 
between a range of masculine and feminine stereotypes as they do gender (Allan, 1993).    
Role modeling.  Supporting the literature indicating men have an advantage in hiring 
because they can fill the void caused by the lack of masculine role models, research shows that 
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men teachers recognize the need to fill the father figure role for students (Ashcraft & Sevier, 
2006).  The presumed need to fill this role, according to Ashcraft and Sevier (2006), likely 
comes from an anecdotal assessment of modern family groups describing an increase of single 
parent homes led by the mother.  In addition, historic stereotypes regarding the man’s 
responsibility to provide for his family may account for a presumed deficiency in male presence 
even when families are intact (Ashcraft & Sevier, 2006).  Regardless of the reasons behind men 
teachers’ assertion that they need to provide a father figure role, these authors indicated most 
male teachers consider this role necessary in all elementary school settings, whether the setting is 
a rural, sub-urban, or urban. 
How men fill this role is often considered a dilemma for men who teach.  Goodman 
(1987) noted men have a wide range of understanding regarding their roles.  Although some 
men, he reported, seemingly perpetuate historically accepted gender roles, others take a more 
liberal stance and attempt to create equal opportunities for both sexes.  The latter option is 
potentially attributable to perceptions, by men teachers, that other men may not have been a 
positive influence in their students’ lives (Goodman, 1987).  This idea manifests itself in men 
teachers who feel the need to offset negative male role models children previously encountered 
(Ashcraft & Sevier, 2006).  Negative men role models, according to Ashcraft and Sevier (2006), 
include common stereotypes of men who were controlling and loud, or displayed other 
characteristics we now consider hyper-masculine.  In order to counteract these negative 
stereotypes associated with men role models, men teachers attempt to fill a nurturing role in 
hopes of providing children with a new schema of men (Ashcraft & Sevier, 2006).  However, 
Allan (1993) indicated that portraying a nurturing role creates challenges for men elementary 
teachers.  He added there is a paradox between being a male role model for students and showing 
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a caring and nurturing side.  Although the later indicates a dedication to working with elementary 
aged students, it also causes others to stereotype men teachers as feminine (Allan, 1993).  This 
contradiction creates struggles for men elementary teachers as the need to do gender expands 
into their responsibility of role modeling (Sargent, 1998). 
Conclusion 
Qualitative research on how men express and make meaning of their experiences as 
elementary school teachers is limited.  Sargent (1998), Allan (1993), Hanson (2012), as well as 
Ashcraft and Sevier (2006), contributed qualitative studies regarding men elementary school 
teachers.  Men as the statistical minority in the setting of elementary education have experiences 
that seem to be quite vast and unique.  The literature explored thus far included a historical 
perspective on occupational sex segregation, modern elementary school dynamics, the hiring 
experiences for men elementary school teachers, and the experiences of men elementary school 
teachers once on the job.  To illuminate further the experiences of men elementary school 
teachers, the next literature reviewed focused on several theoretical frames that deepen the 
understanding of men elementary teachers’ experiences.   
Review of Theoretical Literature 
My review of theoretical literature related to how men experience and make meaning of 
their work as elementary school teachers.  This review uncovered connections between several 
different angles providing insights for analysis.  Theory associated with the gendered work 
experiences of men connects to sex role theory, tokenism, feminist theory, and masculinity 
theory.  Each of these perspectives assisted in creating a deeper understanding of the experiences 
of men in the elementary school setting.   
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Sex Role Theory 
Sex role theory perpetuates the idea that men and women must display certain designated 
characteristics to gain public acceptance as male or female (Pleck, 1987).  Society assigns these 
characteristics, roles, and actions to people’s sex based on socially accepted stereotypes that 
emanate from family, media, and schools (Connell, 1995).  Accepting role assignments and 
developing characteristics connected with societal assignment can occur at a young age.  
According to sex role theory, part of this development comes when students receive gender 
information from their teachers that they use to create their own identity (Messner, 1990; Thorne, 
1993). 
This level of biological determinism categorizes behaviors and characteristics into two 
groups that emphasize differences between men and women.  Under this theory, power, 
competence, rationality, and assertiveness describe men, while assigning women descriptions 
such as emotional, passive, nurturing, relational, or subjective (Fassinger, 2002).  Social 
acceptance of such differences connects sex role theory with many stereotypes that, while 
possibly diminishing today, are still widely utilized within modern society.  According to 
Connell (1995), lay people often accept and use sex role theory, albeit unknowingly, when 
explaining behaviors of men and women.  Besides its use by those not studying aspects of gender 
or sex, some researchers of gendered behaviors among teachers continue to use sex role theory, 
sometimes unknowingly, especially when it identifies threats to students that come because of 
the sex of their teacher (Martino, 2008).   
Beyond the impact of sex role theory on viewpoints related to personal characteristics, 
certain jobs are determined to be appropriate for one gender or the other.  Fassinger (2002) 
wrote, “Pervasive beliefs about the appropriateness or suitability of particular jobs for one sex or 
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the other, based on widely held societal and individual gender role stereotypes, serve to limit 
perceived occupational choices” (p. 22).  According to Furr (2002), this means society excludes 
one-half of the gender order without evaluating individual suitability.   
Although this study focuses on various aspects of work for men teachers as it relates to 
sex and gender, using sex role theory to help conceptualize men’s teaching experiences may be 
in question.  Once a common theoretical angle used in research, still accepted and perpetuated by 
non-researchers, most contemporary approaches to understanding gender within academia have 
questioned the validity of sex role theory (Britzman, 1993; Brod & Kaufman, 1994; Martino, 
2008; Segal, 1990).  The move away from sex role theory within academia is attributable to its 
shortcomings.   
A primary issue with sex role theory is the assumption that men and women respond 
consistently to societal influence.  According to Segal (1990), these assumptions develop as 
“conformity to social expectations” that are consistent for men and women regardless of the 
social setting (p. 69).  Furthermore, Segal wrote sex role theory does not explain the “pain of 
rigid adherence to dominant gender stereotypes of some, resilient resistance to them on the part 
of others, or confused or contradictory combinations of the two in yet others” (p. 69).   
Britzman (1993) echoed this sentiment by stating the limits to sex role theory lie within 
unfounded beliefs that prescribe a uniform set of expectations about men and women, which fail 
to explain “the contradictory ways individual identities are rooted in larger histories and in social 
structures” (p. 35).  Taken further, Coltrane (1994) proposed that the central flaw of mythopoetic 
and other essentialist approaches to gender is that they reduce “historically and culturally 
specific myths and practices to universal psychological and biological truths, thereby ignoring 
the social structural conditions that produced them” (p. 45).   
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Connell (2005) summed up the trouble with sex role theory; its use does not permit for 
multiple masculinities or femininities.  Researchers now report assumed gender differences 
overemphasize and distort sexual variances, minimizing sex- based similarities, a concept 
supported by centuries of psychological research showing men and women are in fact very 
similar (Connell, 1987, 2005).  The claim men and women are similar aligns itself closely with 
contemporary understandings of masculinity and femininity that espouse a range of behaviors 
and practices that often overlap. 
Although sex role theory disregards both the societal and individual complexities that 
occur for men and women as they develop their gender identity, and rather accepts as true 
passive adoption of their identity (Martino, 2008; Segal, 1990), it connects well with my 
research.  Despite the challenges associated with sex role theory, and the fact there is little to no 
evidence of sex differences between men and women, most members of society commonly 
accept and use sex role theory today (Connell, 2005).  Sargent (1998) reported that for 
researchers to tell others’ stories it is important to see the world as they see it, therefore being in 
tune with what society accepts may make this link.  Sex role theory offers plausible analysis 
according to Sargent because “its explanatory powers when integrated into local folk theories 
cannot be dismissed” (p. 168).  In addition, sex role theory connects with modern versions of 
tokenism. 
Tokenism 
Tokenism, according to Kanter (1977), occurs when a few people, previously not found 
in a profession, cross the threshold and enter that profession while remaining a minority.  To 
offer a quantitative explanation, Kanter identified token groups as those comprising no more than 
15 percent of the workforce.  Under this definition, men who teach at the elementary level have 
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token status.  Key to her theory of tokenism is the notion that members of token groups face 
expected forms of discrimination from majority groups who act as gatekeepers of formal and 
informal functions within the workplace (Kanter, 1977).  Kanter’s theory of tokenism, states the 
negative effects of tokenism are a product of the statistical differential among groups found in 
workplaces.  Therefore, Kanter (1977) theorized that balancing the numbers of workplace groups 
would lead to organizational change.  However, Yoder’s (1991) research on tokenism offers an 
alternate view, one that does not rely solely on statistical representation.  Yoder theorized that 
token men avoid the negative effects of tokenism because their gender offers them power, thus 
canceling their statistical inferiority.  Literature reviewed indicated tokenism can have a 
negative, or positive effect, on token groups (Allan, 1993; Bradley, 1993; Kanter, 1977, 
Williams, 1995; Yoder, 1991).      
Negative effects of tokenism.  According to Yoder (1991), tokenism has several 
negative effects on those experiencing tokenism.  Tokens face extra pressure because of their 
high degree of visibility.  They also feel isolated within formal and informal workplace settings.  
Kanter (1977) suggested majority groups exaggerate token differences, what she referred to as 
boundary heightening, which leads to encouragement to act in gender-defined ways.   
Jacobs (1989) also considered tokenism to be a disadvantage for underrepresented 
groups, including men teachers.  He stated, “men in female dominated occupations experience 
the same difficulties that women in male dominated occupations face” (p. 167).  Occasionally, 
even for men teachers, special attention associated with being a token creates hard feelings by 
those who work with token groups, which in the case of teaching creates resistance from women 
colleagues (Allan, 1993; Williams, 1992).  
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Williams (1992) posited female colleagues often recognize or anticipate shortcomings of 
men elementary teachers whether deserved or not.  These perceived or real shortcomings create 
feelings of resentment for women co-workers who view their men co-teachers’ opportunities as a 
by-product of their gender (Williams, 1992).  Bradley (1993), agreed with Williams’ assessment 
that men realize negative aspects of tokenism.  Bradley believed men who “infiltrate” a women’s 
occupation “may have to cope with consequent derogation of their masculinity” by others inside 
and outside their work setting (p. 17).  Women teachers’ reaction to men elementary teachers 
shows the complexity of men elementary teachers’ experiences.  Although women teachers 
reinforce men teachers’ sensitivity to their students, they also show surprise that men would 
teach in the first place (DeCorse & Vogtle, 1997).  For men elementary teachers, circumstances 
of underrepresentation can make token status a liability.   
Benefits of tokenism for men.  However, Williams (1992) contended tokenism does not 
carry the same burden for men as it does for women.  In fact, different from what 
underrepresented women tokens experience, she believed men tokens have advantageous 
relationships with those with whom they work.  Williams (1995) reported this advantage occurs 
because tokenism is not a gender-neutral concept.  Yoder (1991) agreed when she wrote, “The 
gender of the token affects the status of the token” (p. 180).  Instead of numeracy, Yoder (1991) 
and Williams (1992) posited that sexism is the main cause of the effects realized by the token.  
Williams (1992) indicated sexism outweighs the “effects of tokenism when men enter 
nontraditional occupations” (p. 254).  Williams’ main criticism of Kanter’s theory of tokenism is 
that it does not account for the advantages men receive because of the “cultural preference for 
men and masculinity” (Cognard-Black, 2004, p.113). 
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In support of Williams’ critique of Kanter’s theory, Kauppinen-Toropainen and Lammi 
(1993) reported the token status of men elementary teachers has the reverse effect for them, as 
compared to when women make up the minority of a workforce.  Being a man in an elementary 
setting makes them somewhat of a novelty that on occasion offers special attention, respect, and 
autonomy (Kauppinen-Toropainen & Lammi, 1993).  Williams (1992) associated novelty status 
with being a token man, which can lead to job advancement in the field of education.  In fact, 
men often ride their token status up the “glass escalator” to more prestigious and high paying 
positions (Williams, 1992).   
The glass escalator, provides men with an invisible push to the top, making it difficult for 
them to stay in lower level positions even if they want to stay there (Williams, 1995).  Hultin 
(2003) supported this claim in her study of what she called the “career consequences of 
occupational sex segregation” (p. 47).  Her findings indicated that whether men are part of the 
minority, or in an equally mixed profession, they have “better promotion chances than do their 
equally qualified female counterparts in similar sex composition structures” (p. 47).  Although 
sex role theory and tokenism explore various aspects of men elementary teachers’ experiences, 
the literature includes other theories.  Further study comes from gender theories, which offer a 
balanced perspective on how men teachers express and make meaning of their experiences.   
Gender Theory 
According to feminist thought, one cannot gain a deep understanding from one theory 
alone, even if it is feminist theory. 
…at the core of feminist ideas is the crucial insight that no one truth, no one authority, no 
one objective method leads to the production of pure knowledge.  This insight is as 
applicable to feminist knowledge as it is to patriarchal knowledge, but there is significant 
difference between the two; feminist knowledge is based on the premise that the 
experience of all human beings is valid and must not be excluded from our  
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understandings, whereas patriarchal knowledge is based on the premise that the 
experience of only half the human population needs to be taken into account and the 
resulting version can be imposed on the other hand.  (Spender, 1985, p 5-6)  
 
Therefore, my study warrants an exploration of feminist theory, as well as the theory of 
masculinity.  The following section will provide a review of literature regarding feminist theory 
with an emphasis on “re-masculation” efforts in elementary education (Martino, 2008). 
Feminist Theory 
 The feminist movement occurred in three waves (Kramer, 2005).  The first wave, during 
the mid-19
th
 century, focused on equal rights for women, gaining suffrage under the 19
th
 
amendment in 1920.  The second wave, commonly referred to as the women’s movement, 
developed near the 1960s and focused on issues such as sexuality, family, workplace, marital 
rape, and domestic violence (Kramer, 2005).  The third wave, beginning in the 1990s, examined 
the issue of home life versus work life and looked to rid society of gender roles and stereotypes.  
Kramer (2005) believed the overarching initiative of feminist movements comes from the view 
that “women are oppressed in significant ways and that this oppression must be ended” (p. 8).  
Feminist theory is a vehicle meant to end the oppression women experience and create equality 
for women through an understanding of gender and men’s dominance (Reinharz, 1992; 
Rohmann, 1999). 
Feminist theory posits that the oppression of women does not happen in isolation, but 
rather is a product of “male dominance that is widespread” (Coltrane, 1994, p. 46).  The 
domination of men has led feminists to believe that the social order of gender developed from 
patriarchy, creating privilege for men while denouncing and punishing women (Brod & 
Kaufman, 1994).  Although the patriarchal system has been in place for hundreds of years, 
feminist theorists stressing the structural position of men and using the term patriarchy to 
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describe their domination only gained traction around 1970 (Connell, 2005).  Therefore, social 
understanding of this phenomenon is a relatively recent development.   
Feminist theory is necessary, according to Reinharz (1992), in order to challenge 
masculine domination and create equality for women.  Unlike other theories, feminist theory 
does not downplay certain aspects of masculinity such as gender and power (Reinharz, 1992).  In 
fact, according to Showalter (1985), the study of gender is an important aspect of feminist 
theory, as it explores systems of sex and gender.  Through feminist efforts, exploration of the 
gender system has identified gender to be a social construction, a fact Gardiner (2005) 
considered the “most important accomplishment of 20th century feminist theory” (p. 35).  
Gender is “loosely defined, historical, variable, and interrelated social ascriptions to 
persons with certain kinds of bodies, not the natural, necessary, or ideal characteristics of people 
with similar genitals” (Gardiner, 2005, p. 35).  McCormick (2002) added that feminist theory 
indicates gender comes from all components of society, shaped to fit roles and expectations as 
part of the process of engendering.  According to Lorber (1986), the eradication of these social 
constructions is necessary to create equality for women.  To eradicate these socially constructed 
ideologies of gender, feminist theory refutes essentialist claims to gender differences (Brod & 
Kaufman, 1994).   
To address essentialist and mythopoetic claims, feminist theory deconstructs the gender 
binary by recognizing that the illusion of an internal gender maintains itself through 
performances aligned through discourse, and institutional practices (Butler, 1990).  This aspect 
of feminist theory, according to Butler, stems from the need to understand how acts of doing 
gender contribute to the idea that gender constructions occur naturally.  Therefore, feminist 
theory has an important connection with “doing gender” and has attempted to characterize it as 
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an active social processes by which men and women create and maintain gender, not something 
that occurs naturally (Carlson & Crawford, 2011).  
Discourse on the social construction of gender for men took off in the wake of the 
women’s movement of the 1970s (Connell, 2005).  One way to examine the construction gender 
is under the lens of doing gender (West & Zimmerman, 1987).  How men do gender, connects 
with their definition of masculinity.  Feminist theory links masculinity “to power organized for 
domination, and resistance to change because of power relations” (Connell, 2005, p. 43).  
Therefore, the use of feminist theory in studies of men and masculinity is vital to ensure the 
study of power relations between men and women (Brod, 1994).  Because this characterization 
connects men and women, feminist theory encourages calling into question both sides of the 
socially created dichotomies of gender to disassemble the sex/gender system (Sargent, 1998).  
Furthermore, Johnson (2010) suggested that feminist theory is appropriate to guide studies of 
men due to the fact essentialized philosophies of masculinity occur similarly to essentialized 
understandings of femininity.   
The importance of seeing feminist research as methodology, not just for the study of 
women, is critical.  According to Layland (1990), this singular focus creates the perception that 
further study of socially accepted forms of masculinity is unnecessary.  Hansen (2012) sums up 
the need to view men’s experiences through feminist theory when he said, “Using a feminist lens 
improves our understanding of the discursive practices that bring about and maintain gendered 
positions that oppress both women and men” (p. 19).  In fact, Connell (2005) linked changes 
among men to contemporary feminism.  Furthermore, Grumet (1988) believed by understanding 
the gendered experiences of educators, teachers could become agents of change for the larger 
society.   
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Feminist thought demands an examination of the experiences of men with the goal of 
reaching social transformation (Coltrane 1994; Messner, 1993).  Although Grumet (1988) 
studied the experience of women teachers, her focus on oppression due to gender, motivated 
feminists to examine the gendered aspect of the elementary experiences.  As part of this process, 
feminist thought supports the study of non-hegemonic men, such as elementary teachers, as a 
means of leading social transformation that would not come from studies of hegemonic men 
(Morgan, 1992). 
The feminization of elementary schools.  Although the numbers of women elementary 
school teachers across the nation grossly outweigh the numbers of their men counterparts, 85% 
to 15%, the disparity between men and women in the principal role is much smaller (NEA, 
2010).  Women make up 59% of the nation’s elementary principals while men are elementary 
principals in 41% of our schools.  The fact that 41% of our men principals come from a teaching 
base comprised of only 15% illustrates an unequal playing field.  Therefore, with regard to job 
advancement, the patriarchal power base maintains its grasp on the elementary school setting 
even though women numerically dominate these schools (Allan, 1993; Williams, 1995; Yoder, 
1991).   
For hundreds of years, men became principals or superintendents where they supervised 
women teachers, maintaining a gender regime that supported patriarchal power (Martino, 2008).  
These facts bring historical significance as the patriarchal dividend in education preserved itself, 
even when women took over the majority of teaching positions in the mid-19
th
 century (Tyack & 
Hansot, 1982).  However, as the number of women teachers continued to grow into the twentieth 
century, public concern regarding the demise of the patriarchal dividend occurred, leading to 
recruitment initiatives geared at increasing the number of men teachers.   
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During the Great Depression and following the Second World War, strong efforts were 
made to recruit men back into teaching, in part to protect or restore the patriarchal 
position of men in the American family, as it was argued that exposure to strong male 
figures was needed in the socialization of adolescents, especially boys.  (Clifford, 1989, 
p. 298)  
  
In spite of the efforts at that time, the familial ideology, with men as the head of the household, 
replicated itself in the school setting with men placed in charge of women.  “As a result of such a 
patriarchal ideology being enforced, schools simply tended to reflect the structure of sex 
differentiated roles associated with the nuclear family” (Martino, 2008, p. 199).   
This brief history lesson provides important background regarding the development of 
masculine hegemony within the school setting.  Within feminist thought, the recruitment of men 
teachers connects to the maintenance of hegemonic masculinity through the effort to minimize 
stereotypes associated with men elementary school teachers (Martino, 2008).  With historical 
evidence supporting a takeover of elementary teaching positions by women, an expense 
developed for men who continued to teach.  This expense came largely in the form of stereotypes 
that developed due to the feminization of teaching.  “The emergence of the association of 
effeminacy and homosexuality” to men teachers threatened the “regime of hegemonic 
masculinity” (Martino, 2008, p. 203).  This threat, according to feminist thought, led to a drive 
meant to increase men teachers in order to maintain a patriarchal dividend.   
The current discourse around the shortfall of men teachers comes from the framework of 
masculine privilege, which purports the victimization of boys, and men teachers because of the 
gender imbalance, thus requiring more role models to find balance.  However, consideration of 
the feminist perspective, as it relates to the recruitment of men teachers leads to a different 
explanation.  Feminist theory indicates re-masculation efforts meant to regain hegemonic 
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masculinity, not fixing the victimization of boys and men teachers, is the driving force behind 
the initiative to form a heterogeneous teaching force (Martino, 2008). 
Re-masculation.  Advancement to principal positions provides an advantage for men 
elementary teachers over their women counterparts.  For women, researchers label the lack of 
advancement as a “glass ceiling,” while others describe the path to the top for a man as the “glass 
escalator” (Williams, 1992).  These metaphors bring to life the work of researchers, such as 
Williams (1992) and Acker (1990), who believed these statuses in society result from a typically 
higher regard for masculine qualities than for typically feminine qualities.  If true, the ideology 
of hegemonic masculinity lives true in elementary schools, despite the numbers imbalance that 
favors women. 
Although not the focus of this research, a movement meant to increase the number of 
men elementary school teachers exists (Clark, 2009; McGwire, 2012; Snyder, n.d.).  At first 
glance, this may not seem to fit within the feminist frame of thinking, as increasing the number 
of men working in a profession held predominantly by women seems counterintuitive to the goal 
of creating equality for women.  However, in addition to the purpose of increasing the 
opportunities for children to have more men role models, growing the number of men elementary 
teachers might also minimize gender typing associated with the work of elementary teaching 
therefore equalizing the power base.  By exposing children to a cadre of teachers that is gender 
balanced, society will no longer view elementary teaching as a profession meant for women and 
not for men (Bittner & Cooney, 2001).  Therefore, increasing the number of men teachers fits 
well within the framework of feminist thought.   
The call for more men teachers in order to offer students more masculine role models, is 
a commonly accepted belief in contemporary culture.  This belief occurs in part due to media 
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reports regarding the lack of men educators (Acker, 1995; Skelton, 2002).  Interestingly, the 
presumed need for more men teachers comes from a minimally supported and unfounded 
premise.  According to Martino (2008), scientific data indicating a need for men teachers is not 
the cause of the current “male drive.”  
Although many have investigated the role model position, looking at the situation from a 
supply and demand issue, others suggest there is much more to consider.  For instance, Martino 
(2008) said the call for more men teachers comes from “common sense assumptions and 
anxieties about the influence of feminization on boys” (Martino, 2008, p. 193).  In fact, some are 
beginning to question whether the motivation to bring more men into an elementary setting is to 
meet needs of students or rather to support a “broader cultural project of re-masculation” which 
comes because of “backlash” to women’s advancement towards equality (Martino, 2008, p. 190).  
Although researchers supportive of this theory do not discount the need for proper men role 
models in schools, they consider the movement to increase men teachers to be a reaction meant 
to maintain the regime of hegemonic masculinity, as much as it is to provide students with access 
to positive men.  
Increasing the number of men elementary school teachers could lead to increased 
masculinization within schools, which may reinforce rather than disrupt stereotypes and maintain 
man’s hegemony.  The result of which, could lead to the maintenance of men’s power and deny 
movement towards gender equality.  Therefore, it is possible that increasing the number of men 
in elementary teaching positions “will more likely reinforce, rather than disrupt, sex stereotypes” 
(Montecinos & Nielson, 2004, p. 8).  Unfortunately, this result does not create equality for 
women, which contradicts the main tenet of feminist theory.  According to Martino (2008), “this 
needs to be understood within the broader context of the fear of the contaminating effects of the 
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feminization of teaching and both boys, and the men who chose to work in a female dominated 
profession” (p. 203).   
The presumed negative effects related to the feminization of teaching associate feminine 
stereotypes, such as effeminacy, to men who teach.  Martino (2008) and others supported this 
claim by suggesting the need for a re-masculation project as proposed, comes from reports that 
indicate manhood is in a state of failure resulting in what some may call the “age of the wuss,” 
“the sorry state of manhood,” and the “pussification of the western male” (du Toit, 2003; Giles, 
2005; Martino, 2008).  Therefore, if the theory of re-masculation is accurate, the very cause of 
the shortage of men teachers may be a result of hegemonic masculinity that powers modern 
society.  This idea, according to Martino (2008), identified a need to look more closely at the 
impact of hegemony and masculinity as it pertains to men teachers’ professional life, rather than 
on the dearth of men teachers as role models.   
Also unreported in the literature is the impact of re-masculation efforts on the formation 
and development of modern masculinity constructs.  According to Martino (2008), societies call 
to increase the number of men teachers “reflects a deep anxiety about the status of culturally 
acceptable versions of masculinity in the dominant culture” (p. 190).  This creates challenges for 
teachers that work at the elementary level.  Not only does the socially accepted rhetoric 
regarding adding men teachers to fill the role model gap devalue the role of women teachers, it 
also affects men teachers (Martino, 2008).   
Men teachers experience this in the manner in which society perceives them and how 
they see themselves, specifically as it pertains to their experiences within the feminine setting of 
an elementary school (Smedley, 2006).  These perceptions may create contradictions for the 
teachers regarding their own behaviors, which ultimately can affect their students and their 
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school.  How men portray masculinity because of these perceptions and contradictions is in 
question.  However, Roulston and Mills (2000) believed it “reinforces the dominant 
constructions of masculinity” (p. 223). 
Analysis of how gender politics, and constructs of masculinity and femininity, impact 
men who do “women’s work,” is not commonly included as part of societal, or media 
perpetuated discourse regarding the lack of men teachers.  Instead, media casts men as victims of 
the feminized institution of elementary education, which creates anxieties for the men who teach 
there, and calls for initiatives meant to increase the male presence (Martino, 2008).  This 
necessitates a review of masculinity theory. 
Masculinity 
Masculinity theory is a relatively new phenomenon that developed in reaction to the 
feminist movement in the 1970s (Brod & Kaufman, 1994).  Masculinity theory contradicts sex 
role theory in that it negates the notion variance in social settings does not affect the behaviors of 
men and women.  Conversely, masculinity accepts a range of behaviors that are fluid and ever 
changing, ranging from the macho hyper-masculine man to the sensitive and nurturing “new 
man” commonly assumed to be characteristic of men who teach (Connell, 2005).  Although 
essentialist claims tried to make masculinity an easily defined issue, Brod and Kaufman  (1994) 
determined that multiple versions of masculinity form based on experiences, situations, beliefs 
and attitudes.  Adding to these concepts, Connell (2005) purported one cannot easily define 
masculinity because it is dependent on social constructs and discourse.  The following portion of 
the literature review examines changes in essentialist definitions of masculinity, hegemonic 
masculinity, and challenges associated with masculinity. 
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Changing essentialist definitions of masculinity.  As men work to maintain their 
masculinity, changes in workplace demographics may alter masculinity definitions.  Some 
speculate that by increasing the number of men in elementary education, the view of masculinity 
may change, thus shifting the “structural inequalities of a male dominated society” (Coulter & 
McNay, 1993, p. 408).  With more men in the field of teaching, the opportunity for men to 
disrupt traditional stereotypes associated with being a man becomes stronger.  Bradley (1993) 
contended such an action might lead to the “development of new masculinities” (p. 25).   
However, Coulter and McNay (1993) indicated that despite the fact men teachers may be 
more liberal in their portrayal of masculinity, it does not guarantee the societal inequalities 
between men and women, as a result of male hegemony, will be altered.  Unfortunately, the 
opposite effect may occur.  According to Hearn (1997), placing more men in the elementary 
school setting may simply reinforce men’s dominance over women and children.  Feminist 
thought indicates masculinity is a theory based on power (Brod & Kaufman, 1994) in which men 
usually occupy a dominant position over women, making patriarchy normative (Charlebois, 
2011).  Masculine hegemony, a key aspect of masculinity theory, shows men hold power in 
many ways, over many people, and from many positions.  
Hegemonic masculinity.  The theory of hegemonic masculinity centers on the ideology 
that society supports masculine behaviors that lead to the formation of a hierarchy in which men 
dominate other groups (Charlebois, 2011).  The dominance men realize is over women and other 
subordinates, which can also include other men.  In some cases, those who dominate may or may 
not actively partake in the perpetuation of the hegemonic masculine ideology (Connell, 1995).  
At other times, according to Martin (2003), some men work together to perpetuate hegemonic 
masculinity at work, creating a setting less than positive for women colleagues.  Regardless how 
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men realize their hegemony, Carlson and Crawford (2011) reported the outcome of hegemonic 
masculinity is the creation of a workplace setting that allows men to use women for emotional 
and functional support.   
Whether men actively work to maintain hegemony, or passively receive it, they harvest 
the fruits of this social construct simply because they are men (Connell, 1987).  Investigations 
used to report on masculine hegemony come mainly from work settings where men outnumber 
women; however, Zimmer (1988) found discrimination women face when doing men’s work is 
associated with sexist paradigms more so than it is a result of their underrepresentation.  
Therefore, unlike women who work in masculine settings, men elementary teachers may not 
experience the burden of their underrepresentation.  Yoder (1991) confirmed this concept, stating 
that most give too much attention to the numbers of subgroups in work settings without paying 
enough attention to socially accepted power relations based on gender.  Men find power in all 
settings, regardless of representation (Williams, 1993). 
An aspect of hegemonic masculinity realized in men elementary teachers develops in the 
gender advantages they realize at work.  For instance, men indicated they receive an advantage 
in hiring (Allan, 1993; Cushman, 2010, Williams, 1992).  However, the advantages gained in the 
hiring process do not end after they receive a job offer.  Once hired, researchers indicated men 
receive gender advantages, sometimes regardless of their effectiveness as teachers (Acker, 1990; 
Williams, 1993).  These advantages come largely from societal support of attributes 
stereotypically associated with men (Williams, 1993).  Williams believed that because of the 
power of hegemonic masculinity prevalent in society today, qualities associated with men are 
more highly regarded than those qualities considered typical of women.  These qualities may, or 
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may not, have any connection to the actual work men do, yet create power for men within their 
work (Williams, 1993).   
Men’s power reveals itself in many ways; however, a key indication of power over 
women takes shape through their overrepresentation in key positions within the workplace 
(Connell, 1987).  Yet, unequal representation of men in power positions is not the only way 
power is distributed.  On the job advantages associated with masculine hegemony also reveals 
itself in the formation of workplace hierarchies (Acker, 1990; Williams, 1995). 
Job advancement.  Researchers such as Allan (1993) and Williams (1995) pointed to job 
advancement and special treatment factors that maintain men’s power and a gender based 
hierarchy, even in the feminized elementary school setting.  These factors occur because 
hegemonic masculinity is the dominant ideology in the West, where men are able to use 
stereotyped attributes to their benefit (Bradley, 1993; Connell, 1987).  Men who chose to enter 
elementary education often rose to the top, as evidenced by the contrast between the number of 
men elementary teachers and women elementary teachers, compared to the number of men 
elementary principals and women elementary principals (Aud et al., 2012; Williams, 1993).   
Skelton (2002) shared data from the Department of Education in the United Kingdom, 
which reported one in four men teachers will become a head teacher while one in 13 women 
teachers will become head teachers.  These statistics, and the ideologies supporting them, 
maintain hierarchies based on gender, sometimes leading to the statistical minority becoming 
relationally dominant within the organization (Bradley, 1993).  In the case of elementary schools, 
this could mean men dominate, despite their gross underrepresentation (Charlebois, 2011).  
Informal hierarchies.  Less obvious than what statistics reveal, role and hierarchy issues 
often occur without labeling.  Witz (1992) suggested power contests occur regularly within 
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gendered occupations, such as schools, with dominant and subordinate groups jockeying for 
position.  Although some contend majority groups exclude minority groups (Acker, 1983: Allan, 
1993), others believe that power distribution is a product related to societally driven constructs 
that promote masculine hegemony (Charlebois, 2011).  In spite of their statistical 
underrepresentation, Charlebois (2011) contended men teachers were able to become the 
dominant group.   
In her study of women entering the medical profession, Witz (1992), theorized the 
Weberian concept of “social closure” developed as dominant groups often contested the entrance 
of subordinate groups into gendered institutions, which led to exclusion and demarcation of 
subordinate groups.  According to Williams (1993), this could lead to subordinates being 
“pushed into inferior subspecialties or confined to lower grades” (p. 16).  In response to the 
barriers created by dominant groups, subordinate groups often strengthen the barriers in order to 
create a specialty as a means of power (Witz, 1992).  In other words, the subordinate groups may 
turn the tables and use the socially constructed weakness as strength.  Social closure and dual 
closure maneuvers such as these maintain workplace divisions, and cloud informal hierarchies 
within elementary schools (Witz, 1992). 
Challenges associated with masculinity.  Although society considers what men do to be 
more valuable than what women do, resulting in a power differential that favors men, men still 
realize some challenges associated with masculinity.  Brod and Kaufman (1994) stated that the 
relation of power between women and men is rarely what it seems.  In fact, they reported men 
feel a coexistence of powerlessness and power.   
Maintaining power.  For men, searching for or maintaining power is often a reaction to 
the fear of losing their masculinity through actions of women.  Although some research indicated 
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power maneuvers occur in order to maintain the patriarchal dividend, Brod and Kaufman (1994) 
speculated that it comes in response to fears men have regarding consequences realized when 
grappling for power.  Efforts to develop or maintain hegemonic masculinity cause men to 
suppress a range of emotions, needs, and possibilities, such as nurturing, receptivity, empathy, 
and compassion.  This can create an enormous strain for men, as no man can completely live up 
to the ideals and images of masculinity (Brod & Kaufman, 1994).  
Managing multiple masculinities.  Williams and Villemez (1993) reported the theory of 
hegemonic masculinity also created “structural constraints” for men considering entering work 
dominated by women.  Men, who teach at the elementary level, search for balance between the 
presumed requirements to be a role model while working in a feminine profession.  Connell 
(1995) shed light on this contradiction when she stated that men must navigate gender relations 
in organizations by performing masculinity in different ways she termed as: hegemonic, 
subordinate, marginalized, and complicit.  According to Connell (1995), hegemonic practices 
look to perpetuate the dominance of men over women, while subordinate behaviors challenge 
such hegemony through the promotion of effeminate actions.  Marginalized masculinities come 
from factors such as ethnicity, class, and race, while complicit masculinities come from men who 
passively accept their hegemony by taking a bystander role to sexist injustices (Connell, 1995).  
Sargent (2005) reported men elementary teachers stretched between performing a subordinate 
form of masculinity or a complicit form of masculinity.  A subordinate form may allow men to 
be successful teachers, while the complicit form of masculinity, demanded by our modern 
structure, supports the “patriarchal gender regime” (Sargent, 2005, p. 253). 
As men negotiate this balance, the power of the hegemonic gender regime pushes men 
into actions meant to maintain the dominant ideology.  Thompson and Pleck (1986) reported that 
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masculinity models indicated normative behavior led men to avoid anything feminine and pursue 
prestige, independence, and self-assurance.  According to Charlebois (2011), avoidance of 
anything feminine may manifest itself in a separation from women.  She said, men must 
“demonstrate their distance from women to enact hegemony” (Charlebois, 2011, p. 24).  
Interestingly, the research suggested isolation is a key to preserving patriarchy (Brod & 
Kaufman, 1994).  Brod and Kaufman believed that without institutions of bonding, meant to 
provide safety for isolated men, patriarchy remains. 
Men who work in nontraditional fields must work to manage their masculinity (Bradley 
1993).  Williams (1993) stated, “Men use various strategies to maintain their masculinity in 
occupations statistically dominated by women, often transforming the work in the process” (p. 
6).  Yet the manner in which men dominate and transform their work often goes unnoticed.  
Some researchers have reported that masculinity, in practice and principle, was a common aspect 
of organizations that was “hidden under the guise of gender neutrality” (Carlson & Crawford, 
2011, p. 2).  Sargent (1998) called it the absence presence of gender, because men are often 
unaware of their gendered actions, and the impact of those actions.  Often without knowing it, 
men maintain their masculinity by “doing gender,” a concept discussed below (West & 
Zimmerman, 1987). 
Doing gender.  For men, the experiences related to gender, realized in work settings 
where they are the minority, is “highly problematized and these men negotiate the meaning of 
masculinity every day” (Allan, 1993, p. 114).  Men navigate this situation by doing gender.  
Gender construction, or doing gender, stems from sex attribution, a process that assigns sex 
category membership “based on socially agreed upon criteria that include such things as 
appearance, dress, and behavior,” all of which are connected to work (Charlebois, 2011, p.5).  
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The result of which, according to West and Zimmerman (1991), causes men to “do gender” in a 
way that is indicative of socially constructed “expressions of masculine and feminine natures” (p. 
14).  Men may feel the need to ascribe to typical masculine gender roles to maintain their 
manhood or act more typically feminine in order to fit in with the majority of their colleagues 
(Sargent, 1988).  Understanding and negotiating these criteria makes doing gender a challenge 
for men teachers.  In fact, pressure is prevalent for all men to construct their masculinity in a way 
deemed socially acceptable (Francis & Skelton, 2001).   
One issue men who teach experience that other men do not is connected to what Francis 
and Skelton call the “gendered nature of the profession” (2001, p. 12).  According to Francis and 
Skelton working mainly with women and young children leads to continuous assessment and 
negotiation of gender by men (2001).  Sexton (1969) supported this claim by specifically 
discussing behaviors in schools.  She claimed women teachers established schools norms, 
forcing men to embrace feminine ideals in order to be successful.  Sargent (1998) agreed the 
feminized elementary school created gender role stereotypes for men that impacted their gender 
performance.   
At times, women teachers reinforce these stereotypes when they push men, knowingly or 
not, to do gender in a way that contradicts traditional roles of masculinity (Allan, 1993; Gutek, 
1985; Kauppinen-Toropainen, 1987; Sargent, 1998).  The contradictions within doing gender 
create scenarios where men who teach at the elementary level must carefully navigate a thin line 
that separates too masculine from too feminine (Sargent, 2004).  According to Sargent, the work 
of navigating this line, is something that men teachers must do at all times in order to ensure they 
are displaying gender “correctly” to avoid facing serious sanctions.  Even correct performances 
of gender can place men elementary teachers in uncomfortable situations, as typical displays of 
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masculinity can characterize them as uncaring, while feminine displays may connect them with 
gayness and pedophilia (Sargent, 2004).  Allan (1994) labeled the contradictory positions in 
which men teachers try to do gender in a way that align with the micro-society of the elementary 
school as “anomaly as exemplar,” meaning they must always deviate from normal behavior.  
Research from Sargent (2005) reported this is a significant challenge for men teachers who “find 
themselves faced with the daunting task of presenting both stereotypical and counter 
stereotypical images simultaneously” (p. 255). 
Negotiations of these gender stereotypes, and attempts to find their masculinity within the 
feminized work setting, leads to confusion for men who teach, as well as between them and other 
men, causing men teachers to feel like strangers to other men (Gutek,1985;  Kauppinen-
Toropainen 1987).  A “sex spill over” that occurs, when social gender typing spills into the 
workplace, creates a “double bind” for men elementary teachers who must traverse gender 
identity issues both in and out of work (Gutek, 1985; Kauppinen-Toropainen, 1987).  On one 
hand, men teachers aim to maintain their true self, while on the other they must attempt to 
appease the conflicting ideologies within the structure of their workplace (Kauppnen-
Toropainen, 1987).   
Historical evidence, as well as contemporary reports by men teachers, indicated fears or 
concerns associated with becoming a primary level teacher because of the risk associated with 
the resulting label as an effeminate man (Blount 2000; Sargent, 1998).  According to Connell 
(1985), men who teach often engaged in behaviors they believe are more compatible with 
modern versions of masculinity, and therefore contradictory to the effeminate stereotypes they 
may face.  This could result in men who do gender in a way that is in opposition to all things 
feminine (Francis & Skelton, 2001).  The alternative, acting in a feminine way, could also lead to 
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trouble for men who teach.  For example, “a man who has the agency to display emotion or 
vulnerability in public, which are feminine social actions, may lead to a negative assessment 
from others” (Charlebois, 2011, p.7).  Men elementary teachers fall into the category of men who 
engage in “doing gender” to avoid the risk of suffering from gender assessment. 
Strains faced by men who do gender, come from reasons already mentioned, but also 
from varying forms of hegemony men accept.  Although masculinity is commonly associated 
with power, there are subordinate forms of masculinity that men who teach may experience.  
According to Sargent (1998), “masculinities are hierarchically arranged within the gender order, 
with one form assuming hegemony, over other subordinate forms” (p.44).  Sargent suggested 
non-hegemonic men, represented in part by men who teach, were more likely to face pressures of 
doing gender.  If in fact the act of doing gender occurs in a subordinate form, men may 
“experience life as both marginalized and dominant simultaneously” (Sargent, 1998, p. 42).   
The act of doing gender further challenges men elementary teachers when trying to live 
up to the ambiguous role model expectations commonly reported by men teachers (Sargent, 
2005).  Men face the task of identifying and complying with multiple role model descriptions 
often in conflict with each other.  Roles include providing masculinity for boys who do not have 
a male presence in their lives, increasing discipline, and providing girls with an alternate, softer, 
form of masculinity (Sargent, 2005).   
Challenges associated with negotiating gender within a feminized workplace often lead to 
men feeling alone and exposed, causing early exit from elementary teaching (Allan, 1993).  
Williams (1992) supported this concept when she stated that troubles associated with 
understanding, and accepting masculinity, forces men teachers out of the classroom.  This creates 
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what Jacobs (1989) referred to as a revolving door, in which men who enter elementary 
education as teachers seem to leave quickly for jobs considered more gender appropriate.   
Summary 
Sex role theory connects to contemporary thought and practice through those who align 
with a framework of understanding based on stereotypes and monolithic viewpoints about men 
and women.  These perspectives can apply to men teachers’ experiences.  To make meaning of 
these experiences it is important to examine their perspective, rather than judge the theory’s 
effectiveness.  Thus, sex role theory is an important lens through which to review my research. 
Although tokenism originally found mainly negative outcomes for token groups, further 
research has created a new perspective.  This perspective offers the idea that the power of sexism 
outweighs the effect of statistical domination, therefore decreasing the likelihood men teachers 
experience tokenism the same way women tokens do.  Exploring men elementary teachers’ 
experiences within the theory of tokenism should help to understand which perspective applies to 
how they make meaning of their work. 
Feminist and masculinity theories provide important perspectives from which to 
understand how men experience their work as teachers in the feminized institution of elementary 
schools.  The importance of using both theories manifests in a balanced approach to 
understanding men teachers and their experiences.  First, the public closely links elementary 
education to femininity (Walkerdine & Lucey, 1989).  Teaching at the middle or high school 
level is more common for men, and most consider teaching at the elementary level a feminine 
pursuit that aligns itself with feminist thought.  In addition, these gender theories offer a more 
flexible explanation for the reactions of men to the experiences they realize, taking into account 
the wide range of social milieu to which they are exposed.  These theories accept the notion that 
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a wide range of behaviors and characteristics flow freely between, and among, men and women.  
In fact, most researchers using feminist and masculinity theory refer to masculinities and 
femininities in the plural sense, viewing it as anything but monolithic, as a means to understand 
the variability found in gender (Francis & Skelton, 2001).   
An aspect of masculinity and feminist theory, that may offer some insight into the 
experiences of men elementary teachers, comes from the concept of doing gender, an aspect of 
construction.  Gender construction stems from sex attribution, a process that assigns sex category 
membership “based on socially agreed upon criteria that include such things as appearance, 
dress, and behavior,” all of which are connected to work (Charlebois, 2011, p.5).  In addition to 
possibly linking sex role theory with masculinity and feminist theory, sex attribution may help 
explain the presumed need for men working in a female setting to construct, or “do” gender, an 
attempt to fill the role of the opposite sex in order to find a place in that particular social setting.  
Constructing gender is a delicate process in part because it puts individuals at risk for gender 
assessment.   
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CHAPTER THREE 
METHOD 
Collecting and analyzing quantitative data is a common component of an elementary 
school principal’s job.  Principals look at school attendance rates, analyze state tests, and review 
in-district assessments regularly.  Just as common, however, is listening to people in order to 
understand their experiences.  Analyzing, interpreting, and using qualitative data collected 
through these listening session happens daily.  From the perspective of an elementary principal, 
both aspects of data analysis require value and exploration.  A gendered analysis of the 
elementary school is multifaceted, best explored through participants’ voices reflecting their 
experiences via qualitative methods. 
Although a quantitative survey may expose surface issues related to the school as an 
organization, quantitative research does not dig in deeply enough to make sense of a gendered 
interpretation and understanding.  Issues such as this seem to bring a complexity requiring 
something more than what statistics can provide.  According to Poovey (1995), “There are limits 
to what the rationalizing knowledge epitomized by statistics can do” (p. 8).  Therefore, I utilized 
a qualitative approach to gain insight into my participants’ lived experiences.  I interviewed men 
teachers using open-ended inductive questions to allow me to enter their world, and gain an 
understanding of the complexities that make up their reality.  Like other qualitative researchers, I 
was “intrigued by the complexity of social interactions expressed in daily life and by the 
meanings those participants themselves attribute to these interactions” (Marshall & Rossman, 
2011, p. 2).   
In this study, I sought an understanding of the personal lived experiences of men 
elementary school teachers through an interview process that included open-ended questions.  To 
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make meaning from participant perspectives, I wanted data to flow freely from interviews that 
took the shape of coffee shop conversations, rather than rigid scientific data collection.  I took 
great care to avoid leading participants into my line of thinking, and challenged their thinking by 
asking them to explain further and describe why they thought the way they did.  I explored 
deeply in order to understand, so I could report with as much certainty as possible, the 
experiences of my participants.   
A qualitative study offered me several advantages connected with my position as a school 
principal.  First, qualitative research allowed me to gather data from teachers’ perspectives.  I 
was able to go into teachers’ spaces and examine their experiences in a manner not otherwise 
possible.  According to Charmaz (2006), we can see “research participants’ lives from the 
inside” which gives us “otherwise unobtainable views” (p. 14).  Gaining firsthand accounts of 
the perspective of those who are entrenched in an elementary school helped me confirm, and in 
some instances deny, the inside perspective with the outside perspective (Charmaz, 2006). 
In addition to the advantage of being able to gain insight from those on the inside, I also 
realized the advantage of adapting my study as the findings revealed themselves.  Converse to a 
more rigid quantitative approach, a qualitative study allowed me to add to my study as I gathered 
data.  Charmaz (2006) supported this notion when she acknowledged, “The flexibility of 
qualitative research permits you to follow leads that emerge” (p.14). 
Another advantage a qualitative inquiry offered came from the opportunity to interpret 
collected data (Creswell, 2013).  Not just a report of the findings, qualitative research permits the 
researcher to be part of the study.  I interpreted data in a way that was representative of the 
participants’ views, thus making me a key instrument of the study (Charmaz, 2006; Creswell, 
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2013).  In doing so, I had the responsibility and opportunity to test personal assumptions, and to 
transform the world by making the “world visible” (Creswell, 2013, p. 43). 
Theoretical Traditions for Methods 
Grounded Theory 
 Grounded theory, according to Charmaz (2006), guides the researcher on a flexible 
journey in which the collection and analysis of data leads to the construction of theories.  It is an 
inductive process, where the theory developed grows from the data collected (Moustakas, 1994).  
Grounded theory allows the researcher to collect and analyze qualitative data in order to 
construct theories “grounded in the data themselves” (Charmaz, 2006, p. 2).  Additionally, 
grounded theory allows the researcher to identify and fill gaps, if they occur, by seeking out 
additional data as needed.  Cross checking of analytic categories eventually leads to a grounded 
theory, which Charmaz (2006) posited is “an abstract theoretical understanding of the studied 
experience” (p. 4).  Staying true to this approach minimized the use of predetermined 
assumptions in the analysis and led to the development of theories unbiased by personal 
speculation. 
To apply grounded theory, I allowed the data to guide me throughout the data collection 
process.  The guiding process took place as early as the first interview, when I formulated 
impromptu follow up questions because of responses offered.  In addition, I adjusted interview 
guides between sessions based on the coding and analysis of prior interviews.  As I was able to 
analyze additional data, through sorting and coding, themes began to emerge.  These themes 
developed by attaching labels to “segments of data that depict what the coding is about” 
(Charmaz, 2006, p. 3).  This approach enabled me to compare data within and between 
transcripts.  Tentative categories formed and grounded theory was born.  
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Phenomenological Theory  
Within the grounded theory approach, I conducted a phenomenological study in order to 
make sense of the lived experiences of men elementary teachers.  Phenomenology, according to 
Moustakas (1994), is an approach that unveils the essence of the experience studied.  It is 
“knowledge as it appears to consciousness, the science of describing what one perceives, senses, 
and knows in one’s immediate awareness and experience” (Moustakas, 1994, p. 26).  More 
simply put, phenomenology allows the researcher to “determine what an experience means for 
the persons having had the experience and are able to provide a comprehensive description of it” 
(Moustakas, 1994, p. 13).   
Maxwell (2005) indicated the real interest of a phenomenological study lies in how 
participants make sense of their experiences and how it informs their actions.  Although gaining 
an understanding of participants’ lived experiences benefits the researcher, and those interested 
in the research, it also benefits the subjects.  Participation in a phenomenological study can be 
therapeutic for subjects.  Moustakas (1994) posited that a phenomenological study often offers 
the subject a sense of relief, due to finally being understood and no longer alone in their 
perceptions.  
The methodology of a phenomenological study starts with the collection of data at its 
most basic level.  The researcher collects data through open-ended questions which leads to 
dialogue that offers naive descriptions of the experience.  Later, analysis and interpretation of 
accounts offered lead to a detailed description of the experience (Moustakas, 1994).  This 
process first requires a philosophical cleansing on the part of the researcher, who must take great 
pains to set aside preliminary assumptions of the phenomenon studied.  This “Epoche” stage asks 
the researcher to see thing as they are, freshly and naively, while refraining from personal 
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judgment that often causes us to see things in our ordinary way (Moustakas, 1994).  The next 
step is a Transcendental Phenomenological Reduction, during which the researcher forms a fresh 
perception of the phenomena that leads us back to the meaning of the experience (Moustakas, 
1994).  An openness, and acceptance of otherness, is required to lead the researcher on a journey 
meant to develop a rich description of the essence of the phenomena.  Lastly, the researcher 
travels through an Imaginative Variation, which according to Moustakas (1994), allows the 
researcher to “arrive at a structural differentiation among the infinite multiplicities…that relate to 
the object in question” (p. 35).  In other words, a funneling of descriptions occurs to find a 
structural essence of the experience studied.  
 Using a phenomenological study allowed me to accept the participants’ perspective as 
real, without reducing them to further questions that require examination (Maxwell, 2005; 
Moustakas, 1994).  I utilized interview questions that created free conversation in order to place 
myself in the participants’ world, a necessary step that allowed me to report the perspective of 
those studied.  The use of phenomenology also supported my attempt to “understand the 
meaning of events and interactions to ordinary people in particular situations” (Bogdan & 
Biklen, 2007, p. 25).  Although participant perspectives are socially constructed and subjective, 
researchers should take care not to minimize participants’ reality, after all, reality only comes in 
the form “in which it is perceived” (Bogdan & Biklen, 2007, p. 26). 
This approach does not come without challenges.  Phenomenology utilizes a research 
construct that shares a “participant perspective” which is not always representative of the way 
participants view themselves.  Although this research technique can be intrusive to the point of 
forcing “participants’ experiences of the world into a mode that is foreign to them,” doing so is 
“inevitable in research” (Bogdan & Biklen, 2007, p. 26).  In any research, the researcher must 
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interpret the data collected in order to report on the findings.  Furthermore, Bogdan and Biklen 
(2007) suggested this research approach maintains the participants’ experiences because of the 
focus on understanding informants’ point of view. 
In considering a gendered view of elementary experiences, a phenomenological study 
gave me the insight necessary to “describe what all participants have in common” as they 
experience work as men teachers (Creswell, 2013, p. 76).  By understanding the lived 
experiences of men teachers, I was in a position to describe their individual experiences as a 
“universal essence” (Creswell, 2013, p. 76).  As a school principal and a member of an 
elementary community comprised largely of women, I see great benefit for elementary teachers, 
and principals alike, to gain an understanding of the essence of the elementary school experience 
as identified by the underrepresented group of men.  
Data Collection Methods 
While determining a data collection technique that aligned with my research question and 
with a phenomenological study, personal and focus group interviews developed as the most 
viable data collection technique.  Although observing the experiences of men elementary 
teachers offered the benefit of a first-hand account, it seemed limited in scope.  The ability to 
observe men in their native setting without disrupting the typical flow of their experiences was 
questionable.  Furthermore, my own professional obligations prohibited me from spending time 
in the participants’ schools during the school year.  Most importantly, even if these barriers did 
not exist, observation would only provide me with surface data limited to my interpretation of 
body language, verbal tone, and perceived experiences, therefore limiting the opportunity to 
understand experiences realized internally.   
95 
 
 
Therefore, I collected data from personal and focus group interviews with the aim of 
accessing the conceptual world of the participants (Geertz, 1973).  Bogdan and Biklen (2007) 
stated that this approach allows the researcher to understand human interaction through the 
“subjective aspects of people’s behavior” (p. 26).  In addition, a phenomenological approach 
allowed me to dig deeply into the participants’ meaning of their current reality as men 
elementary school teachers.  According to Charmaz (2006), “intense interviewing permits an in 
depth exploration” that allows each participant to share their interpretation of their experience     
(p. 25).  Therefore, a phenomenological study helps researchers overcome the “hierarchy of 
credibility,” which postulates that the views of those in power are more credible than those who 
are not (Bogdan & Biklen, 2007).  This aspect of phenomenology was extremely important, as 
the patriarchal dividend was a factor in this study, due to the use of men teachers as subjects.  
With men in power, I needed to ensure their perspective maintained a level of credibility in line 
with non-interviewed teachers, or teachers of the opposite sex. 
Researchers who previously examined the experiences of men elementary teachers 
utilized a similar approach (Allan, 1993; Aschcraft & Sevier, 2006; Cognard Black, 2004; 
Cushman, 2005; Sargent, 1998; Wood, 2012).  In the fall of 1989 and winter of 1990, Allan 
conducted personal interviews with 15 men elementary teachers in Iowa.  Sargent also 
interviewed men elementary teachers as part of his 1998 dissertation on the contradictions of 
male elementary teachers.  In this study, Sargent interviewed 23 men individually.  He also held 
two, three person focus group interviews.  More recently, Ashcraft and Sevier (2006) 
interviewed 14 men teachers in their study of the impact on increased men participation in 
elementary schools.  In this study however, Ashcraft and Sevier (2006) interviewed participants 
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individually, but did not hold focus group interviews.  Cushman (2005) interviewed 17 New 
Zealand teachers but only in a focus group setting. 
Study Sample 
 In my study, I interviewed 14 men elementary teachers from three different school 
districts and ten schools in Western Wisconsin and Eastern Minnesota.  One of the Eastern 
Minnesota districts had only one participant.  Ten participants came from the other Eastern 
Minnesota district, represented by six different schools.  Three teachers came from one school, 
two schools had two teacher participants, and three schools had just one participant.  The 
criterion for participation was limited to being a man elementary school classroom teacher.  
Teachers could be teaching, or have taught, at any elementary grade level within the range of 
kindergarten to sixth grade.  The amount of experience, or whether or not they had an advanced 
degree had no impact on their candidacy.  I did not interview men principals, counselors, or 
educators whose core responsibility was anything other than classroom teaching.  In order to 
maintain confidentiality I did not use the participants’ names, names of their schools, school 
district identities, or any other information that may identify them or their place of employment 
Participants ranged in age from 27 years of age to 61 years of age with the mean age of 
40 years.  One participant was in his 20s, seven participants were in their 30s, four participants 
were in the 40s, one was in his 50s, and one was in his 60s.  The study sample was as limited as 
possible in its racial diversity, with all teachers being White.  However, the geographic location 
of the study supports the lack of diversity.  Information gathered from various websites citing 
2010 census data indicates the three school districts used in this study are located in cities 
comprised of an average population that is 93 percent Caucasian.  According to an online report, 
the school district that provided 10 of my 14 participants has a population that is 95% White.  
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The district represented by three other subjects has a population that is 94% White, and the last 
district is 91% White (report name withheld to maintain anonymity of participants).  Based on 
demographics the racial make-up of the participants is representative of the cities in which they 
teach.   
Teachers interviewed had a range of experience that spanned 4 to 38 years.  Four 
participants had 4 - 10 years of teaching experience, eight reported 11- 17 years, and two 
indicated they had 23 – 38 years of experience.  Three participants from Wisconsin teach in 
kindergarten through fifth grade elementary schools while eleven Minnesota participants teach in 
kindergarten through sixth grade elementary schools.  Three of the fourteen participants were 
teaching in the primary grades (kindergarten through second grade) while ten of the remaining 
teachers were teaching at the intermediate level (third grade through sixth grade).  One 
participant had just left his position as an elementary physical education teacher, where he taught 
grades kindergarten through sixth grade, and was entering the position of an elementary school 
instructional coach.   
With only three teachers interviewed currently teaching below third grade, readers could 
consider the small grade level range to be a limitation.  However, my experience as a veteran 
educator indicates there are rarely men teachers who teach in the primary level, which includes 
kindergarten through second grade.  Therefore, this group is a representative sample of grade 
levels at which men elementary teachers teach. 
Two of the primary teachers were kindergarten teachers, one of which was a kindergarten 
to first grade looping teacher, and the other primary teacher taught in a first and second grade 
blended classroom.  Of the ten intermediate teachers, one was teaching third grade, two were 
fourth grade teachers, one was a fourth/fifth multiage teacher, one was teaching fifth grade, and 
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five were teaching sixth grade.  Twelve of the participants had experience teaching in multiple 
grade levels, spanning pre-kindergarten to sixth grade.  Five teachers had teaching experience in 
three different elementary grades, while seven participants had taught in two grade levels.  In 
addition to experiences with different grade levels, nine of the participants had taught in more 
than one school.  Two participants received their teaching experience from four different 
schools, four teachers had taught in three different schools, and three teachers taught in two 
different schools.  The experiences these teachers garnered all came from Minnesota or 
Wisconsin, except for three participants who had previous teaching experiences teaching in 
California, Utah, and Colorado.  All but one of the teachers interviewed either were, or had been 
married, and all but four had children of their own.  
Participants reported they began teaching after receiving a bachelor’s degree in 
education, or in six instances, after receiving a master’s degree in education.  Those who began 
their teaching career after receiving their bachelor’s degree indicated that in the early stages of 
their college career if not before, they knew they were headed on the path of becoming an 
elementary teacher.  Conversely, three of the participants who started teaching after receiving 
their master’s degree shared that they initially left college on a career path other than teaching, 
only to go back to school sometime later in order to become an elementary teacher.  The other 
three teachers, who began teaching after receiving their master’s degree, started their master’s 
work immediately after receiving their bachelor’s degree. 
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Table 1 summarizes the demographic information of the study participants. 
Table 1 
Participant Demographic Data 
Participant Years of 
Experience 
Grades Taught Age Marital Status Children Schools Worked In 
Paul 12 3,4,5,6 35 Married 1 4 
Robin 6 6,5 37 Married 0 1 
Gorman 38 6 61 Married 4 1 
Cecil 23 6 47 Married 2 2 
Rollie 10 5,6 51 Married 2 2 
Charlie 12 1,2,6 35 Married 0 3 
Jim 16 PK, 1-2, 42 Married 2 3 
Pete 11 2,3 34 Married 0 3 
Ted 5 4,5 37 Married 1 1 
Jerry 16 5,6 40 Married 5 2 
Don 13 K, 4-6 31 Married expecting 4 
Bob 4 5, 4 27 Single 0 1 
Larry 14 k-1, 4 37 Single 2 1 
Harvey 17 3,4 41 Married 3 3 
 
Participant Recruitment 
 Although I originally planned to interview men elementary teachers from one district in 
Eastern Minnesota, I ended up interviewing teachers from two additional districts.  One of the 
additional districts was located in Western Wisconsin.  The other district was another Eastern 
Minnesota district.  I expanded the number of districts I worked with in attempt to reach my goal 
of interviewing fifteen teachers.  In the end, I interviewed fourteen men teachers. 
To gain access to potential participants, I first secured approval from the Institutional 
Review Board (IRB) at the University of St. Thomas.  The IRB approved the use of two contacts 
100 
 
 
in the aforementioned districts as resources in soliciting participants.  The first contact was a 
doctoral classmate of mine in the Leadership Program at St. Thomas.  He had knowledge of my 
dissertation, and volunteered to help me find participants in his home district.  Through that 
relationship, I connected with the superintendent from that Eastern Minnesota district who 
granted me permission to use teachers from his district (approval not shared to maintain 
anonymity of participants).  Later, he connected me with the Executive Director of Elementary 
Curriculum in the same district.  It turned out this person received her doctorate through St. 
Thomas, and was more than willing to help me find men teachers to interview.   
Both contacts and I collaborated on an email meant to seek interest among the men 
teachers in their school district.  This email briefly outlined the purpose of the study, that their 
participation would be fully confidential, strictly voluntary and that there would be no 
compensation for participating (see Appendix A).  The email went to all 24 of the men 
elementary classroom teachers in the contacts’ Eastern Minnesota district.  I received email 
contact from seven men teachers from this district indicating interest in participating.  In hopes 
of increasing the number of subjects from this district, I sent out another email (see Appendix B), 
and received interest responses from four more teachers.  In all, I received email contact from 11 
men teachers who indicated a willingness to participate in my study.  Later, I emailed these 
teachers to set up interviews, and followed up with phone calls when necessary (see Appendix 
C).  Of the 11 who showed interest, I was able to interview ten teachers from this district.  
Because of my hope of interviewing 15 teachers, I decided to look back at pilot interviews I had 
conducted a year earlier with men elementary teachers from another district.  Initially I wanted to 
avoid using the pilot interviews in my study for a couple of reasons.  First, I was new to 
qualitative interviews, and was not sure findings from those interviews would benefit my 
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research.  I also wanted to avoid as much error as possible, and was leery that participants who 
knew me might answer my questions in a way meant to please me as the interviewer.  However, 
after reviewing these transcripts, I quickly recognized the similarity between my regular 
interviews and my pilot interviews, which led me to feel comfortable including them in my final 
study.  
I added one final interview through a conversation with a participant that I had previously 
interviewed.  He indicated that he had discussed my study with a man elementary teacher from a 
neighboring Eastern Minnesota district, who had volunteered to participate if I needed any other 
informants.  An email (see Appendix D) and phone call later, and I had my last participant.  In 
the end, I conducted personal interviews with 14 men elementary teachers within 30 miles of my 
home district.  This number of participants provided me with plenty of data from various sites, 
where school issues or perceptions could be vastly different or quite similar.  The number of 
participants and schools utilized gave me enough rich data to formulate themes. 
 Motivation to participate in this study stemmed from a number of different areas.  Most 
prevalent was the recognition by participants that being an elementary teacher was an uncommon 
profession for men.  Almost all participants indicated the topic caused them to think about how 
they fit into their world of work, which led to curiosity about exploring the topic further through 
the interview process.  Others indicated they thought it would be interesting to hear what other 
men had to say about their experiences as men elementary school teachers.  The fact that all but 
one participant agreed to participate in focus group interviews at the conclusion of all personal 
interviews, showed support for a high level of interest.  In addition, one participant was in a 
doctorate program in a different university and was willing to help a fellow doctoral student.   
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Pilot Study 
 In the summer of 2012, through a University of St. Thomas class, I conducted a pilot 
study regarding the experiences of men elementary teachers.  This pilot study gave me the 
opportunity to develop a script of questions (see Appendix E), and to conduct three personal 
audio recorded interviews with men elementary teachers from a western Wisconsin district that 
fit my target of being classroom teachers in grade kindergarten through sixth grade.   
Post interview I was able to transcribe, code, analyze, and develop themes in line with 
grounded theory data collection techniques (Charmaz, 2006; Creswell, 2007; Marshall & 
Rossman, 2006; Maxwell, 2005).  The summer class offered collaboration with classmates and 
professors, who offered significant insight into my interview techniques, coding, analysis, and 
theme development, which resulted in an analytic necklace.  The guidance provided by my St. 
Thomas connections enabled me to carry on with my research in an organized and effective 
manner when I began in earnest the next summer. 
Interviews 
Guiding my quest to understand how men express and make meaning of their elementary 
school experience was a set of underlying questions that included: 
 How do men express their experience through a gendered lens?   
 What is their experience of being advantaged and/or disadvantaged?   
 How do they perceive the enactment of their gender in teaching?   
 What is their perception of how gender has an impact on their school?   
 
With these guiding questions in mind, I collected data through one-on-one interviews and 
in two focus group interviews.  At the conclusion of personal interviews, I asked participants if 
they would consider participating in a focus group interview.  All but one indicated a willingness 
to do so.  After choosing interview dates and determining participant availability, I placed 
participants in groups so that teachers from the same school did not partake in the same focus 
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group.  Although I tried to create equal groups, availability and my desire to control school 
representation resulted in the first focus group interview involving three men, and the second 
focus group involving six men teachers.  There is strong support for using personal and focus 
group interviews in qualitative studies.  Sargent (1998), Allan (1993), and Ashcraft and Sevier 
(2006) conducted personal interviews of men teachers when they inquired about men teaching 
experiences in the states of California, Iowa, and Colorado respectively.  In addition, Bogdan and 
Biklen (2007) also offered strong support for personal and focus group interviews in 
phenomenological research.  According to these authors, qualitative interviews allow the 
researcher latitude to let the data offered guide the interviewee through their story (Bogdan & 
Biklen, 2007).  Furthermore, the interviewer can probe into areas directly connected to the 
research as offered by the respondent.  
I chose to conduct focus group interviews in order to provide a setting in which those 
being interviewed were willing to confirm or deny original thoughts shared in the personal 
interviews.  Prior to conducting focus group interviews, I shared emerging themes from all 14 
individual interviews (see Appendix F).  I also indicated themes needing further exploration (see 
Appendix G).  Participants had the opportunity to review these themes prior to the focus group 
interview.  The impact of sharing these themes and engaging in a focus group was strong.  First, 
participants had time to develop thoughts initially shared during one-on-one interviews, when 
participants were in some instances thinking about this topic for the first time.  These second 
thoughts often confirmed initial responses through a stronger commitment to feelings originally 
shared.  Additionally, putting these themes on paper seemed to increase participants’ comfort 
regarding their own perceptions.  There was limited hesitancy to share in the focus group setting, 
compared to the personal interview setting when participants often offered qualified statements.  
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Lastly, the themes became a guide for men to follow that limited the scope of my role as 
interviewer. 
According to Creswell (2013), focus group interviews help to overcome hesitation some 
may experience in one-on-one interviews.  Finally, members of the focus group were able to 
engage in their own dialogue using the themes as a guide and allowing me to change roles from 
interviewer to observer.  By applying both personal and group interview methods, I have been 
able to represent the facts as accurately as possible (Bogdan & Biklen, 2007). 
Sargent (1998) conducted focus group interviews with two groups of three male teachers 
in his study on the experience of male elementary school teachers.  Prior to the focus group 
interviews, he provided the participants with a list of themes established from personal 
interviews as a means to spur conversation.  Men were encouraged to engage in conversation 
with each other, which according to Sargent minimized his role as interviewer and changed it to 
that of an observer.  Being a silent observer gave this aspect of my research a bit of an 
ethnographic flavor as well.  
I scheduled personal interviews for 60 – 90 minutes.  Each personal interview began with 
introductions followed by some small talk generally centered on the participants’ summer 
vacation, which for most had recently begun.  Engaging in informal conversation prior to 
beginning the formal interview process helped me to develop rapport with my informant for the 
purpose of encouraging full disclosure (Bogdan & Biklen, 2007; Creswell, 2013).  I considered 
this to be crucial to interview success, as other than a quick email or phone conversation, I was a 
stranger to all those involved in my study.  This process is typical for most first time individual 
interviews (Bogdan & Biklen, 2007).  After some small talk, I began the interview process by 
obtaining informed consent from participants (see Appendix N).  Participants kept a copy, as did 
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I.  I asked if they had any questions regarding the topic, the interview, or confidentiality, and 
reminded them that we would be audio taping the interviews.  I used both a digital voice recorder 
and an iPhone 4 to record the interviews in order to have a backup in case one device failed. 
Individual interviews 
I established interview times and locations via email or phone calls.  In each instance, I 
allowed the participant to choose a location that was comfortable for them but reminded them we 
would need to meet in a location where there would be minimal noise to interfere with our audio 
recording.  Six participants chose my school office as the interview site, five chose their home, 
two chose their school classroom as an interview site, and one person chose a local coffee shop 
for the interview.  I conducted 12 interviews at the original scheduled time and location; I 
rescheduled two without difficulty.  Interviews lasted close to 90 minutes and took place 
between the hours of 8:00 A.M and 5:00 P.M. 
After introductions and some small talk, I reminded the participants of our purpose, and 
the probable interview length.  I had previously shared this information however I wanted to 
create a focus for our time and ensure a 60 to 90 minute interview would still fit within the 
participants’ schedule.  I then had participants read the informed consent form, asked them if 
they had questions, after which both the participant and I signed the form copies. (see Appendix 
N).  I gave participants a copy for their records and I kept a copy as well.   
At the conclusion of these preliminary steps, I transitioned into the interview by 
collecting demographic information on each participant.  The demographic information collected 
included their age, whether they were married or single, if they had children, and if so how many 
and what age, the grade level they taught at, the number of years teaching, and how long they 
had taught in the various schools/grades.  
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After collecting demographic information, I began asking open-ended questions from my 
interview guide (see Appendix H).  Because the questions were open-ended, they permitted me 
to adjust the interview process based on the participant responses.  Rarely did I move from one 
question to the next without probing further, by questioning what the participant meant, or asking 
them to tell me more.  This technique seemed to illicit thoughtful responses that painted a 
detailed picture of the participant’s experiences.  
Individual interview questions.  Questions for the individual interviews developed from 
a set of questions for the pilot interviews, which changed slightly throughout the interview 
process because of common responses offered.  In order to ensure I gave each participant 
opportunities to answer the same questions, I added a few questions to my original script after 
four interviews (see Appendix I).  The foundation of these interview questions came from 
Sargent’s (1998) dissertation.  These queries gave me a guide from which many probing 
questions and follow up questions developed.  I abandoned the script early in most interviews in 
an effort to create free flowing conversation following the path the participant created.  In the 
end, I had utilized most scripted questions, but rarely in the order listed.  At the end of each 
interview, I asked each participant if there was anything further the interviewee wanted to add or 
clarify, usually by asking, “What did you want to tell me that you did not get a chance to?”  This 
served as a catch all, in case I had not probed well enough during the interview. 
At the conclusion of the interview, I explained what would happen next, and asked a few 
final questions.  I informed each participant that I would now have the interview transcribed and 
go through a process of coding, identifying themes between their interview and the interviews of 
others.  I then asked if I could contact them with follow up questions if they came up during the 
coding process.  I also asked each participant if he would like a copy of the transcripts after they 
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were completed.  One participant indicated he would like to see the transcripts.  I sent transcripts 
to this participant electronically; however, he did not suggest changes.  My last question was to 
ask if they would be willing to participate in a focus group interview with other participants.  
Only one interviewee declined the opportunity to participate in a focus group interview.   
In order to collect interview data effectively and safely, I used a digital voice recorder 
and an iPhone.  A transcriber, who signed a confidentiality agreement, used ExpressScribe 
software for the transcription process (see Appendix O).  ExpressScribe allows the transcriber to 
playback the transcripts at a rate slow enough to type without having to stop, rewind, and start 
again.  As transcriptions were complete they were electronically sent to me so I could analyze, 
code, and identify emerging themes. 
Data saturation.  After five interviews, I began to notice common responses among 
participants.  However, some of the early participants taught in the same school so I continued 
with the interviews.  Although the initial trend of common responses did not change in the later 
interviews, I interviewed the rest of the participants previously scheduled.  I was able to confirm 
speculative saturation at interview five, through the remaining interviews.  
Focus group interviews   
I arranged two separate focus group interviews with participants from the individual 
interviews.  The first focus group included a group of three elementary teachers and the second 
group was comprised of a group of six.  Four of the other participants could not attend the focus 
group interviews due to scheduling conflicts and one chose not to participate.  Because ten of the 
14 participants were from one district, I was careful when developing groups to ensure focus 
group participants did not come from the same school.  As indicated by Creswell (2013), focus 
groups can create a sense of comfort among participants, which leads to free flowing dialogue, 
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and discussions that are typically more open than in personal interviews.  Although this was the 
main purpose of including focus group interviews in this study, I was hesitant that the familiarity 
between teaching colleagues may have increased comfort levels too much, possibly leading to an 
interview dominated by group think.  I considered it essential individual members would be 
willing to agree, or disagree authentically within this group, in order to validate personal 
interview findings.   
I emailed individual participants with possible dates and times in order to find times that 
fit my schedule, as well as the schedule of the participants (see Appendix J).  After narrowing 
down dates and times that met group-scheduling needs, I identified a location in an area central 
to most of the focus group members’ location.  In each instance, focus group interviews took 
place at one of the participant’s schools.  I then informed participants via email the location of 
length of the interview session.  I also shared that focus group participants would receive an 
electronic document, outlining emerging themes from my study, two weeks prior to the group 
interview (see Appendix F).  Knowing how busy teachers are, I wanted to ensure they could find 
some time to review my initial findings prior to the group interview.  I also did not want to have 
a large gap between the sending of the initial findings and the group interview out of fear 
participants might discuss the findings in advance of the group interview.  I knew I could not 
control their personal conversations regarding my findings, but hoped my strategy would 
minimize group dialogue to keep the group interview discussion fresh.  Two weeks prior to the 
interview I emailed group participants a word document containing an outline of emerging 
themes (see Appendix F), and an outline of themes needing further investigation (see Appendix 
G) for participants to review in preparation for our interview.  Two days prior to the focus group 
109 
 
 
interview, I sent out an email reminder sharing the date, time, and location, as well as my request 
for participants to review emerging themes (see Appendix K). 
As participants arrived, I welcomed them and engaged in small talk while waiting for 
remaining group members.  Also during this time, I gave participants a copy of the consent form 
they had previously signed as a reminder of the steps taken to ensure confidentiality in order to 
increase comfort during the interview.  Once the entire group arrived, I introduced participants to 
each other and offered light snacks and water as a means to develop rapport within the group.  
During that time, I established ground rules for our interview where I encouraged participants to 
offer agreement or dissent during the interview, reminding the participants that items discussed 
were completely confidential among the group (Creswell, 2013; Krueger & Casey, 2000).  I 
again referred to the consent form and asked all members to agree to maintain confidentiality.  
Focus group interview questions.  I wrote focus group interview questions in a style 
similar to the individual interview questions.  The questions were open-ended and connected to 
emerging themes (see Appendix L).  I started the focus group interview by asking participants to 
share any demographic information they felt comfortable sharing to increase comfort and build 
rapport within the group.  Participants shared their years of experience, their grade level, and the 
name of their home school.  After the sharing session, I handed out a copy of the interview 
questions (see Appendix L) for reference during the discussion.  I wanted participants to be able 
to reference these themes during the conversation.  I began the interview by asking the first 
question on the script and initiated follow up questions that asked other group members to share 
their thoughts regarding initial responses shared.  I utilized this technique after the first couple of 
questions in hopes participants would begin to follow suit without my involvement.  As the 
110 
 
 
interview continued I was able to slowly remove myself from the process, becoming much more 
of an observer than an interviewer.  
When conversation began to stall, I either led the group to the next question or asked 
questions of individuals based on their personal interview.  This technique allowed for personal 
follow up, as well as conversation starters for the group interview.  At the end of each focus 
group interview, I asked the group if there were items they wanted to discuss that they did not 
get a chance too.  I also asked if they wanted to clarify any of their comments.  As the interview 
closed, I asked if I could contact participants with follow up questions, and if anyone was 
interested in receiving a copy of the interview transcripts.  All participants were comfortable 
with me contacting them for follow up questions, but no one was interested in receiving a copy 
of the transcripts.  I thanked them all for their participation and we parted ways.  
As soon as participants left, I wrote notes about observations I had made during the 
interview.  These notes included key discussion points, group interactions and non-verbal 
communication given by various group members.  I made sure to note times of clear agreement 
and disagreement.   
Mode of Data Analysis 
After collecting individual interview data, I transferred audio files to my computer in 
order to ensure safe storage of data.  Immediately following the transfer, I wrote a series of notes 
regarding what I recalled as interview highlights.  Initially these highlights included information 
in line with previous research on my topic or interview segments that stood out to me.  As the 
interviews progressed, my focus turned to highlighting common concepts or new ideas as it 
related solely to my study.   
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I then gave the audio recorder to the transcriber, who had already signed a transcriber 
agreement.  The transcriber transcribed my audio interview into a Microsoft word document and 
emailed it to me upon completion.  Upon receiving the transcripts, I added line numbers and 
printed the transcripts.  By hand, I coded by sentence and added observer comments.  After each 
coding session, I coded and analyzed data into memos in order to create “tentative analytic 
categories” which I refined to create an “abstract theoretical understanding of the studied 
experience” (Charmaz, 2006, pp. 3 – 4).  I composed memos electronically and stored them 
separately from the transcribed document.  I saved the memos in a manner that allowed me to 
connect my memos with the transcription they came from.  These memos, along with focused 
coding, helped me adjust interview questions and develop themes.  
This process occurred upon the completion of each interview transcription as a means to 
keep interviews fresh in my mind.  As themes emerged, I used a spreadsheet identifying the 
location of that theme in the transcript.  This allowed me to access data from the transcription as 
I pieced together the dissertation. 
While in the process of coding and analyzing data, I conducted other interviews 
(Charmaz, 2006, Maxwell, 2005).  I used the data analysis process to refine my questioning, in 
order to fill holes or develop saturation.  Doing so led to an internally valid and saturated study, 
key components of qualitative research (Charmaz, 2006; Creswell, 2013).  I also used this 
process to develop focus group questions that I used upon the completion of all individual 
interviews (see Appendix L). 
After conducting focus group interviews, I followed a data analysis process similar to 
what I used when analyzing individual interview data.  I stored audio data electronically and 
shared files with the transcriber who completed the transcription process.  I reflected on key 
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findings, created electronic memos of the highlights, and added line numbers prior to printing the 
transcripts to code and analyze.  I then wrote memos regarding what I found through the coding 
process and stored key themes that either confirmed or denied my research and the research of 
others.  The transcriber and I were the only people with access to the files.  After the transcriber 
shared her transcription with me, she deleted it from her computer.  I securely stored audio files 
and transcription data on my password protected work computer.  I will remove this data once 
this dissertation is printed and submitted to St. Thomas.   
Coding Reliability 
 Data analysis did not stop with line-by-line coding and memo writing.  In order to ensure 
reliability, coding expanded into focused, axial, and theoretical coding (Charmaz, 2006).  I 
placed line-by-line codes together into larger categories (focused coding) and later sub-
categories (axial coding).  Axial coding and theoretical coding helps to “give coherence to 
emerging analysis” by bringing fractured codes back together, which in-turn bolsters reliability 
(Charmaz, 2006, p. 60).  Throughout this process, I crosschecked individual data from personal 
interviews and focus group interviews when possible.   
Triangulation 
 Triangulation does not occur in studies where data comes from one participant in a single 
interview.  It comes from multiple interviews with multiple participants in different formats.  The 
use of individual and focus group interviews created the basis for triangulation in this study.  
According to Creswell (2013), triangulation occurs when a code or theme develops from 
different sources of data.  The focus group allowed me to confirm or deny findings from personal 
interviews.  Utilizing multiple interview methods allowed me to verify internal validity and 
contextual understanding (Creswell, 2013; Maxwell, 2005).  
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Ethics and Confidentiality 
 Prior to the beginning of the interview, I took several measures to ensure participants felt 
as comfortable as possible regarding their involvement.  First, I followed a script introducing the 
interview plan (Appendix M).  The purpose of the script is to increase understanding of the 
process and aim of the study, as well as to lead the participant to ask questions, for the sake of 
gaining comfort, prior to beginning the interview.  Using this process also allowed the 
interviewee to focus on the questions asked during the interview, rather than have concerns about 
confidence or ethics.  I also hired a transcriber who signed a confidentiality agreement.  
 Also prior to beginning the interview, participants were required to sign a confidentiality 
waiver that included my contact information, as well as the contact information for the 
University of St. Thomas.  I told participants their names and the names of their school would 
not be used, and that they would be able to review and verify the transcripts if they wished.  
Even though I will change participant and school names, I informed interviewees that details 
given might lead to identification by those who read the research.  I also told participants they 
could skip any questions, and withdraw from the study at any time during or after the interview.  
No participants skipped questions or chose to withdraw from the study.  This could be because 
interview questions were open-ended, therefore allowing participants the freedom to offer as 
much or as little insight as they felt comfortable with. 
 Although holding all men focus group interviews may have provided participants 
comfort, being part of a group in which some participants may or may not know each other, may 
have also created some risk.  Although I had participants of the focus group sign an agreement, 
there is always a possibility that individual members could share confidential information with 
colleagues not participating in the study.  The benefit of the focus group to the individual is that 
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it may confirm their individual thoughts on their gendered experience and its impact on their 
school, empowering them as members of their school, their sex, and their profession. 
 In order to further limit risk, I notified participants that I would replace their names and 
the names of their schools with pseudonyms.  I also shared that information would be securely 
stored on my computer and destroyed at the completion of the study.  I also informed 
participants I would destroy interview audio files, as well as any information that connected 
them with their pseudonyms or any other aspect of the dissertation.  As a means of increasing 
participant confidence in the process, I indicated all participants would receive an electronic 
copy of my dissertation when finished.  
Validity and Generalizability 
As previously mentioned, I took measures to make sure my research is valid and 
generalizable.  In addition to collecting data from numerous participants in multiple ways, I 
allowed those interviewed to validate my findings by giving them an opportunity to review and 
refute my transcripts.  A common strategy used for validating research is triangulation, during 
which research is “corroborated” from “different sources” (Creswell, 2013, p. 251).  This 
occurred in my research by using two different data collection techniques, and through the 
coding and focused coding process.  Because of corroboration from different interview 
transcripts, I was able to develop valid themes. 
 Although some believe the techniques mentioned above will overcome invalidity, 
Maxwell (2005) indicated these techniques are too theoretical to be the only means to gain 
validity.  More importantly, Maxwell believed that ruling out “validity threats” such as 
researcher bias and reactivity should be the focus.  Reflection on my own biases minimized my 
impact on the participants in individual interviews.  In addition, I further minimized my bias in 
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the focus group setting as I switched roles from interviewer to observer.  By removing myself 
from the picture, focus group interviews increased validity.  
 Connecting my findings to theoretical frameworks also validated the research I 
conducted.  Utilizing feminist and masculine theory, as well as tokenism and sex role theory, 
illuminated perspectives shared by men participants.  Perspectives that are contradictory and/or 
similar to existing research supported by these theories, gives readers a framework of 
understanding to compare and contrast the findings. 
 Generalizability regarding this study is limited to internal generalizability.  According to 
Maxwell (2005), internal generalizability requires delineation from external generalizability.  
Internal generalizability refers to conclusions generalized about a group or setting studied, while 
external generalizability goes outside of the group (Maxwell, 2005).  Data collected in my study 
will be generalizable to the group of participants utilized.  The study’s external generalizability 
nonetheless, is in question.  However, according to Maxwell, the possibility of qualitative studies 
having a degree of external generalizability exists.  It comes from the respondents’ perceptions 
of generalizability regarding the study, corroboration from other studies, and the depth of the 
phenomenon studied (Maxwell, 2005). 
Limitations 
 Although there was diversity regarding age and experience, ethnic diversity was missing 
from this study.  Therefore, I realize I may not have represented some perspectives.  In addition, 
several participants worked in the same two schools, which may have also diminished the 
multiplicity of participant viewpoints.  Two of these participants had been teaching partners for 
three years, also potentially constricting perspective.   
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 The age range spanned from participants in the 20s to the 60s; however, half the 
participants were in their 30s.  An equal representation of ages would have strengthened the 
study.  Furthermore, most participants were teachers of intermediate aged students, which 
include students in third through sixth grade.  Including more men teachers from primary grades, 
which includes kindergarten through second grade, would have also added diversity and 
therefore strength to the study.  
 The mixed method design of personal and focus group interviews offered rich data 
collection from most participants, yet there were some limitations to each type of interview.  
First, some participants in individual interviews were confused as to the purpose of the interview 
or reported an absent presence of gender, which shows a lack of awareness that gender was an 
aspect of their experience as men elementary teachers.  This sometimes forced me to explain 
what existing research reported, in order to give participants an opportunity to respond in a way 
that allowed them a chance to dig into their experience as gendered beings.  However, in doing 
so I realize that my own perspective as a man educator when combined with this technique may 
have tainted the data.  A second personal interview prior to focus group interviews would have 
unveiled a deeper understanding of personal perspective; however, time constraints did not allow 
for this option. 
 In addition, focus group interviews can create the scenario where participants respond in 
concert with common responses as opposed to sharing a unique or differing opinion.  Although 
there were times participants disagreed, those times were infrequent, which suggests either their 
perspectives aligned or that they were uncomfortable challenging opinions shared by others.  
Moreover, focus group arrangement ensured no teachers from the same school participated in the 
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focus group sessions.  I made this choice to maintain safety for participants; however, familiarity 
may have increased comfort, and possibly strengthened interview data. 
Personal Bias 
 The past eight years have offered ample opportunity for personal reflection regarding my 
circumstances as a man working in an elementary school setting.  Although my role as a 
principal is different from that of a man teacher, I have been part of the underrepresented men 
group in an elementary school setting.  Awareness of these experiences, and my part in them, has 
been both a benefit and a challenge.  First, my experience has given me a foundation from which 
I was able to conduct interviews with open yet well-developed questions.  It has also given me 
the experience to understand the perspective shared by the men teachers.   
Conversely, because of the personal bias that stems from my experiences as a member of 
the underrepresented group of men who works in elementary building, I had to remain guarded 
during interviews in order to avoid leading the participant.  There were times, when participants 
turned the table and asked me questions about my experience or responded with a comment like 
“you know what I mean,” which I had to avoid responding to.  I also recognized my body 
language and/or facial expression could lend credence to or minimize their responses and lead 
the interview in a direction determined by me, not the participant.   
Therefore, I had to be careful to avoid tipping my hand regarding my own beliefs about 
the perspective of male elementary school teachers during the data collection process.  As an 
elementary school principal, I cannot help but have bias regarding the effect gendered 
experiences have on schools.  According to Creswell (2013), an important part of any study 
includes “clarifying researcher bias from the outset of the study” (p. 251).  Therefore, I have 
shared my own perspective of my experience in an elementary school setting in the introductory 
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chapter.  Including my perspective in this study enables the readers to understand what has 
created my understanding and method within the rest of the dissertation (Creswell, 2013). 
Summary 
 The methods utilized for this study were necessary to ensure connectedness with its 
purpose.  Steps followed included recruiting participants, gaining consent, collecting, organizing, 
analyzing, and interpreting data to unveil themes and findings through a coding technique 
utilized in grounded theory (Charmaz, 2006).  Although I originally planned on using fifteen 
participants from one Eastern Minnesota school district, I settled for fourteen participants from 
three different districts in Eastern Minnesota and Western Wisconsin.   
 Data collection occurred through personal interviews, which preceded two focus group 
interviews involving different participants in each instance.  Collecting data in this manner 
eventually led to saturation and offered triangulation.  In my role as an elementary school 
principal, interviewing is an important part of my job.  My experience in interviewing allowed 
me to navigate the personal and focus group interviews successfully.  I was able to read the flow 
of the interview and go off the script to ensure the subjects’ thinking fully developed rather than 
being cut off to move on to other scripted questions.  This created the conversational interview I 
had hoped would occur and ultimately created a connection between the participant and myself.  
Confirmation of this connection, as well as high degree of comfort by the interviewee, emerged 
when all but one subject welcomed participation in focus group interviews.  The depth of 
responses offered in both interview settings supported interviews as the best technique to collect 
data regarding the experiences of men elementary school teachers.  Survey and/or observation 
techniques would not have allowed me to reach the depth of understanding necessary in a 
phenomenological study that interviews did.  
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 Data analysis from coding processes was laborious but effective in identifying themes 
and findings, which the focus groups supported when they confirmed many of the emerging 
themes from personal interviews.  Crosschecking individual interview responses with focus 
group responses, when possible, increased my confidence regarding the validity of my findings.  
The findings, which in some instances confirmed and in some instances denied other researchers’ 
findings, motivated me to complete the project. 
 Although safeguarding for personal bias was always a focus of mine, it is possible my 
bias entered into the study in some form.  Although I knew only three participants prior to the 
interview, I found their responses were in line with unknown participant responses.  Our 
common experiences may have had an impact on their reports.  However, I employed 
techniques, such as asking almost identical interview questions, to allow the known participants 
to lead the interview session.  This likely lessened the opportunity for bias differences between 
known and unknown subjects.  
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CHAPTER 4 
FINDINGS 
In this study, men elementary school teachers shared their perspectives on how they 
express and make meaning of their experiences working in the feminized setting of elementary 
schools.  In order to understand these experiences, I used this chapter to share findings regarding 
the experiences of men elementary teachers from personal one-on-one interviews, as well as 
findings from two separate focus group interviews.  To stay true to a qualitative approach, I did 
not represent findings with quantitative qualifiers.  Instead, I used descriptors such as the terms 
most or many, as a way to indicate the majority of men shared the same beliefs.  To support 
these claims, I provided specific participant data in the form of quotations and summarized 
statements.  In order to avoid redundancy, participant comments do not come from all 
participants who shared the same viewpoint.  Thus, readers should not assume, for example, my 
choice to use four comments, totals the number of men who reported that particular idea.  Rather, 
the reader should accept the number comments used saturated that particular point whereby 
adding more data would only bog down the text with more of the same commentary.  This 
chapter includes an overview of themes that emerged from the participants’ and their 
experiences: becoming a man elementary teacher, the gender advantage, working with children, 
role models, men companionship, and struggling to “fit in.” 
Overview of Themes  
 Personal and focus group interviews unveiled a range of different ideas regarding their 
experiences as men elementary school teachers.  In some instances, these ideas were easy to 
come by, showing that certain participants were well aware of the impact of their gender on the 
work that they were doing.  In other instances, participants shared that they had not thought 
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much about the topic, and initially reported there was little substance to the concept of gender 
having an impact on their experience as elementary school teachers.  Charlie stated, “Strangely I 
really don’t think about it that much.  I ran meetings and I’m on this leadership team and once in 
a while I’ll think like oh, I guess I’m the only guy here in this setting.  But I really don’t…it 
doesn’t really occupy that much of my thinking at all.”  Harvey echoed this sentiment when he 
said he “never thought too much about it (his gender as it pertained to his work) really.”  
However, in those instances participants eventually reported many gender experiences similar to 
those who showed a greater initial awareness of their experiences.  
 Focus group interviews supported and strengthened personal interview claims.  
Participants seemed more willing to participate openly regarding themes that emerged during the 
personal interviews, than they did responding to questions in the one-on-one setting.  This may 
have been a result of increased comfort with me, support from fellow men teachers, or because 
the topic was no longer new to them.  A time of three to four months had passed between 
personal interviews and focus group interviews during which participants may have reflected on 
their personal interview and/or their experiences as a man teacher working in the feminized 
elementary school setting.  Possibly, the participants experienced a greater degree of awareness 
and they developed more consciousness regarding their circumstances as men teachers working 
in the feminized setting of elementary schools.  The men often reported these understandings as 
minimal during personal interviews.   
 Some of the experiences reported on during the interviews supported literature previously 
reviewed.  In other cases, participants contradicted experiences of other men elementary teachers 
interviewed in other studies.  Rarely, did participants disagree with other participants within this 
study.  On occasion however, some participants reported ideas that others failed to mention.  
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Common themes that emerged from personal interviews included experiences related to 
becoming an elementary teacher, advantages due to gender, the process of working with 
children, being a role model, companionship with other men, the desire to have more men 
elementary teachers, and fitting in.  These themes, unveiled in the order previously shared, offer 
findings from personal, and focus group interviews together, as each interview setting provided 
information that showed support for, and contradictions of data collected from the other 
Becoming an Elementary School Teacher 
 All of the men were able to vividly recall the process by which they became elementary 
school teachers.  Although the process for eight of the participants was similar to what most 
would expect; go to college, get a degree in teaching, and find a teaching job, the other six 
participants had different experiences.  Three of the men I interviewed graduated from college 
and took jobs in other professions, hoping to make a career out of their non-teaching work.  At 
some point however, these three participants returned to school to get a master’s degree in 
teaching, so they could leave their initial career and teach.  The remaining three participants 
changed course while in college.  Having previously chosen a career path other than teaching, 
these men decided near the end of their college years to become a teacher.  In each instance, 
these men first chose to finish their non-teaching degree before taking the classes necessary to 
receive their teaching credentials.   
Literature reviewed regarding the entrance of men into elementary school teaching, 
focused on whether or not men teachers intended on becoming teachers, as well as on the hiring 
advantage they received because of their gender (Allan, 1993; Sargent, 1998; Williams, 1993; 
Williams & Villemez, 1993).  Personal interviews connected with these topics show some 
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similarities, some differences, and in some cases, greater depth connected with the topics at 
hand.   
Williams and Villemez considered seekers to be men who are proactive in their pursuit of 
a position considered non-traditional, based on the fact more than 75% of its employees are 
women (1993, p. 69).  Due to the gender demographics of elementary education, teaching at this 
level fits well within this category.  Conversely, “finders” are men who did not initially pursue 
elementary teaching jobs, but eventually, after working in another profession, became an 
elementary school teacher.  According to research conducted by Williams and Villemez (1993), 
the number of finders is greater than the number of seekers; however, my research does not 
confirm this premise.  Among my fourteen participants, I would classify eight as seekers and 
three as finders.   
 In addition to information connected with being a seeker or finder, as it relates to how 
men become elementary teachers, my research also discovered men who fit in-between the finder 
and seeker category, a group I call tweeners.  These men, of which there were three in my study, 
decided to change career plans while still in college and become a teacher.  However, due to 
various reasons, these men chose to complete their non-teaching degree before entering a 
Master’s in Education, or teaching certification program, so they could teach at the elementary 
school level.  These men did not attempt to make a career out of another profession, like the 
finders in my study, a key distinction between finders and tweeners. 
Within each of these categories, a few participants point to defining moments that aided 
in their decision to become a teacher.  However, most participants shared a variety of 
experiences that seemed to provide the motivation to become a teacher.  Although pre-teaching 
experiences ranged from working summer camps, to having parents as teachers, to leading 
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church youth groups, and beyond, the motivation garnered from these experiences narrowed in 
on the realization that the interviewees had a special skill set that would lead them to become 
successful teachers.  In addition, the desire to work with children and make a difference, were 
also common themes that developed during interviews.  I explored these themes as I examined 
the entrance into the field of teaching for the seekers, tweeners, and finders from my study. 
Seekers 
Eight of the 14 participants fell into the classification of Seekers.  Identified by Williams 
and Villemez (1993), seekers are men who pursued teaching as a profession rather than leaving 
another career to become a teacher.  Most of these men cited their family connection as a main 
reason they chose the career of a teacher.  In addition to family connections with education, 
participants often shared that they knew they wanted to be teachers because of their life 
experiences.  These men entered college with those aspirations, graduated with a teaching 
degree, and sought out teaching jobs.  Participants who fell into the seeker category include Jim, 
Paul, Gorman, Pete, Jerry, Don, Bob, and Larry.  The stories of how they chose to become a 
teacher follow.  
When discussing the process of becoming an elementary school teacher with Jim, he 
shared that he knew he had a “really good ability to work with kids and people, and that I could 
make that strong connection and make some changes, just have some impact.”  Furthermore, Jim 
indicated that his college experience, supported by fantastic education professors further 
solidified his decision to teach.  He stated, “When I was in education my professors were so 
incredible that I just loved my experience and knew I was going to be a teacher.”  Jim recognized 
his college education classes weighed more heavily in favor of women, but shared “he never 
really noticed it that much.”  In fact, he stated that when he decided to go into teaching, “I never 
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really thought of it as a male or female dominated occupation.”  In addition, he shared his 
minority status and career choice “never” became a topic of conversation for him.   
Jim, like most men teachers in my study, entered teaching with no desire to advance out 
of the classroom.  Most were entirely satisfied with their chosen profession and were not 
interested in giving it up in search of something more lucrative or with a greater degree of status.  
Jim addressed the singular drive of wanting to teach younger students even further, when he 
shared that his desire to teach always centered on doing so in an elementary classroom.  “I didn’t 
ever think I wanted to be a middle school or high school teacher.” 
Paul considered his family connection with education as the most influential factor in his 
decision to seek out teaching as a career.  He had parents who were teachers; his dad eventually 
became a principal.  Following in his father’s footsteps, Paul left the classroom and currently 
works in a position considered a stepping-stone to a principal position, which he one day hopes 
to attain. 
Gorman also shared a family connection with education led him to seeking a career as a 
teacher.  His grandparents were educators and he reported, “I always wanted to be a teacher.”  In 
addition to his family connection with education, Gorman said “teachers who were significant 
and took an interest in him” motivated him to do the same.  When I asked Gorman to elaborate 
on this point, he stated that he “felt kind of nurtured” by his teachers.  Although initially 
interested in teaching at the high school level, he decided during his college years that an 
elementary career was more for him.  Gorman said he “liked working with kids and liked the 
creativity that was necessary for the job.”  In addition, his recognition of fewer men in the field 
led him to believe he might have “something unique” to offer.   
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Pete shared similar feelings to Gorman.  He indicated there was a man fifth grade teacher 
to whom he really looked up to when he was student.  He “hoped to do the same things for kids, 
my fifth grade teacher did for me.”  He knew at that time he wanted to become a teacher.   
Jerry became a teacher in part, because of his sister.  According to Jerry, he often 
complained of teachers who, from his perspective, did not uphold the standards of the profession.  
His sister, who was a teacher in training, told him, with heavy sarcasm, “with all your 
experience, I’m sure you’d make a wonderful teacher.”  Jerry set out on the path to teach and 
“never really thought about anything else.”  During his college training, he did enjoy a student 
teaching experience in middle school, but decided he was most interested in the elementary level, 
graduating with a degree that certified him to teach grades one through six.  When I asked if he 
ever considered leaving teaching and going into administration, the answer was a firm “no.”  He 
clarified, “Once I started teaching, I never thought about getting into administration.  Looking at 
what they have to deal with, and what I get to deal with, I’ll take what I get every day.” 
Don had a combination of factors that led him on the path to teaching.  First, his mom 
was a teacher and he spent many hours helping in her classroom, an experience he “really 
enjoyed.”  In addition, he was a camp counselor and youth director.  These experiences had an 
impact on Don’s decision to teach, as did his personal philosophy, which centered on service and 
making a difference.  Don said: 
I think teaching is one of those things where it’s more about life and what life is about.  
And for me life is always about what can you do for others and it’s never been about how 
much money I can make, how many things I can have;  I’ve got friends like that and it’s 
just never what I’ve been about. So I’m looking at what I can do to make an impact on 
the world and what I can leave behind…teaching is kind of it.  I mean it’s about changing 
lives, it’s about…my father-in-law said each day you go into the classroom, you need to 
have your game…you need to be on top of your game, because you might be the best part 
of that child’s day.  So, I don’t know.  It just kind of wraps up my/how I like to live my 
life…it’s kind of a selfless, giving job. 
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Don also indicated he never really considered teaching at a level other than elementary, 
and never considered his decision to teach as a stepping-stone to a more lucrative career.  
However, he began taking administrative classes, and hoped to one day become a principal.  
Financial concerns were at the root of his decision to pursue an administrative position.  “I’d 
rather teach but there are things I want to be able to do for, and with my family, that I cannot do 
on a teacher’s salary.” 
Bob also had experiences working with younger students, mostly from tutoring during his 
high school years, which helped him decide to become a teacher.  His motivation to teach was to 
work with children, yet he did share “he has long term goals to be principal.”  He explained his 
goal as follows: 
It was just based on the experiences that I’ve had in the schools being able to work with 
both adults and kids and looking back on some of the experiences that I had.  I had some 
really good principals that made relationships with me too, I mean as I was growing up, 
so I thought I could still…you know I could make a little more money…and I could still 
work with kids and adults. 
 
Bob has a certification that allows him to teach at the middle school level, yet his initial pursuit 
of work was at the elementary level.  Bob reported he thought he would like both elementary and 
middle school teaching equally well, but chose to pursue an elementary career because he 
thought his chances of finding jobs were better at the elementary level, because the “percentage 
of men at the elementary level is low.” 
Larry, whose dad was a school superintendent, also worked with children during his high 
school and college years.  He remembered helping a young girl learn to swim and the feeling of 
joy he experienced when he saw the excitement she showed in her accomplishment.  “I helped 
her out and as I thought about it, I recognized how totally excited she was that she could do it 
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and I guess that moment was the moment for me.  That I could help this kid and I figured hey, I 
can help other kids in the same way or similar way.” 
Tweeners  
When I found that some of the participants of my study did not fit into the categories of 
seekers or finders as identified by Williams and Villemez (1993), I determined a third category 
needed exploration.  This group, who I call tweeners, decided to become a teacher late in their 
college careers.  Although switching majors is not unique, there are two key distinctions between 
tweeners and the identified categories of seekers and finders (Williams &Villemez, 1993).  First, 
tweeners made a conscious choice to finish their non-teaching degree prior taking the necessary 
coursework to teach.  Next, these men did not pursue a career in the field of their initial degree.  
Instead, tweeners enrolled in graduate school immediately after completing the undergraduate 
program.  The following section examines the experiences of three participants, whom I identify 
as tweeners, on their road to becoming elementary school teachers. 
Charlie is a teacher who graduated without a teaching license only to get his certification 
immediately after graduation.  His liberal arts degree, which left him wondering what he might 
pursue for a profession, coupled with familiarity in teaching, his mom was a high school home 
economics teacher and his dad taught elementary school, led him to his pursuit of a teaching 
license.  In addition, his “jack of all trades master of none” experience during his college years, 
led him to believe he would be a solid elementary teacher.  He did not expect to be a specialist in 
any one area.  He said, “It wasn’t like I wanted to teach one subject area so elementary school 
made sense.”  Charlie planned to go into teaching in his junior year of college, but decided to 
finish out his liberal arts degree first.  
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Similar to Charlie, Cecil also completed a degree other than teaching before getting his 
teaching license.  He graduated and immediately went on to a licensure program, never looking 
for work in another field (which also mirrored Charlie’s experiences).  In Cecil’s case, a trip to 
Asia, where he worked in an orphanage, became the motivating factor to pursue education as a 
career.  According to Cecil, this experience unveiled the notion that he “really loved teaching 
and working with children.”  
Harvey also had experience working with children before going into college.  In addition 
to a few mission trips, he worked with kids within the church setting.  He started his college 
career as an English major, and considered other career options as well.   
I looked at a variety of things just sort of thinking this just isn’t for me and ultimately 
what I kept coming back to was that I really enjoyed working with kids and having an 
impact on the lives of kids and kids are real.  Kids are honest.  The older I got and the 
more I had to deal with adults…I’m a pretty straight forward blunt guy and kids are 
exactly that.  So that’s when I kind of ended up making that decision.  I was like duh!! So 
I ended up back at school as an elementary education major and math minor. 
 
Men that did not fall into the category of seekers, including those categorized by me as 
tweeners, fell into the category of teachers called finders.  Finders, as described by Williams and 
Villemez (1993), did not plan on becoming teachers but eventually did.  The following section 
describes the experiences of how men from this study fit into the category of finder. 
Finders 
Finders are men who initially earned a degree in an area other than education.  These 
three men pursued a career in that field for some time before going back to school to receive 
their master’s degree in education, thus giving them a teacher license.  Although all of these men 
are finders, they had unique experiences on their way to finding a career as a teacher.  In the 
following section, I report how these men found their way into the teaching profession. 
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Although Rollie did not start his teaching career until age 40, he shared that even when 
he was initially in college he always had teaching in mind.  His decision to not teach initially 
came from poor study habits and a father who pressured him not to follow in his mother’s 
footsteps.  His dad would say, “Your mom’s taught for 20 years and look how much money 
she’s making, is that what you want?”  Yet Rollie had experience working with children in a 
YMCA camp and as youth director at his church, which caused him to go back to school and get 
his teaching license at age 40.  He said, “I really liked working with kids, you know.”   
Ted also earned an undergraduate degree in a non-teaching field, and like Cecil had an 
experience working in an orphanage in a foreign country during his undergraduate years.  Even 
though his mom was a teacher, he shared that he really did not become interested in teaching 
until the orphanage experience.  Because of this pivotal experience, Ted immediately entered a 
program to receive a master’s degree in teaching.  In spite of his desire to teach, construction 
jobs (used to pay for his master’s degree) led him on a different path to an unplanned eight-year 
career in what became a lucrative field.   
When the housing market crashed, Ted took advantage of his master’s degree and found 
a job teaching fourth grade.  When I asked about the mental process he went through when 
transitioning from construction to education, he stated, “I don’t know why it took me so long to 
figure it out.”  As he described his thinking, Ted stated that he “did construction until my back 
got sore, and it wasn’t paying as much, and then I’m like, okay, I guess I’ll be a teacher.” 
Robin worked each summer of his four-year college education as a summer school kids 
care worker.  Yet, after two years of filling general education classes at a major university, he 
felt he owed it to his parents, who were paying his tuition, to graduate in four years.  Upon 
graduating with a sociology degree, Robin took a supervisor job with the Kids Care program, 
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knowing he was planning to go back to school so he could teach.  When talking about going 
back to school he said, “The one thing I knew was that I liked working with kids.”  Three or four 
years later, he went back to school and earned a master’s degree in education.   
 Participants had varied histories regarding their entrance into teaching at the elementary 
level.  Some were seekers, others tweeners, and a few were finders.  Regardless of their path, 
these men realized certain advantages, both before becoming teachers and after they were hired.  
I report on this aspect of their experience below. 
The Gender Advantage 
 In the early stages of most individual interviews, men either struggled or were hesitant to 
identify specific advantages they realized due to their gender.  One participant even stated, “I 
thought you might ask this kind of question and I don’t necessarily have an answer for it because 
as far as I’ve seen I have not seen any advantages [for being a man]” (Jim).  However, after 
continued questioning and discussion, or after providing participants with gender advantage 
examples from the literature (Allan, 1993; Sargent, 1998), interviewees either identified or 
confirmed advantages men teachers’ experience.   
For instance, Jim, who initially stated he had not seen any advantages, shared “it wasn't 
until recently that I thought yeah, there could be… that I realized there is a real live advantage to 
being a man.”  Often times, identification of gender advantages developed outside of the line of 
questioning specifically associated with gender advantages, rather appearing within general 
questioning regarding their experience as men elementary teachers.  On several occasions when 
participants mentioned apparent advantages without classifying them as such, I questioned the 
participant as to whether that may be an advantage of gender.  Many times the response to my 
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approach resulted in a surprised acceptance of this categorization.  Apparently, participants had 
not previously thought of those concepts as related to gender advantage. 
 Gender advantages, according to the participants of this study, develop in several ways.  
First, men interviewed shared there were distinct advantages when it comes to hiring.  In 
addition, participants reported they received a greater degree of leniency than their women 
counterparts did.  Furthermore, interviewees shared being men elementary teachers created more 
excitement for incoming students, and parents, than what their women colleagues realized, 
setting them up for earlier, and greater levels of success with their students.  Lastly, men 
interviewed shared that their gender gave them an advantage when managing a classroom.  In the 
following section, I share specific findings from each of these reported advantages. 
Hiring   
Throughout the course of personal and focus group interviews, participants offered many 
ideas related to gender advantages.  However, the most common advantage identified by men 
was preferential treatment in the hiring process.  Concepts discussed include advantages in 
getting an interview, how being a man is no guarantee to a job, and how gender can become the 
tiebreaker for hiring committees.  Some men talked freely about these concepts, easily 
identifying with the idea that being a man is an advantage when it comes to getting a job as an 
elementary school teacher.  Other men were more reluctant, often talking about what they have 
heard, rather than personalizing a gender advantage in hiring to their own experience. 
Most men articulated men elementary teachers looking for jobs received preferential 
treatment in obtaining interviews.  “At least that gets you into that pile and all you’re hoping for 
is that chance to get the interview” (Jerry).  Cecil shared a story of an elementary job fair setting,  
“I mean I know when I got my first job there was this long line of people at a teacher fair, they 
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were screening your resume and then you could get in line for an interview, they went and found 
all the guys and had us sign up for interviews.”  Larry shared a similar experience of preferential 
treatment for men, “There was a comment made again, by just a wonderful principal who I had.  
It was kind of a comment made on the side of if there’s any good male teachers make sure you 
interview them.”   
In spite of the assumed advantage men have when getting an interview, the perception 
among the men in this study was that being a man might make it easier to get an interview, but 
that gender alone would not lead to their hiring.  Cecil expanded on his job fair experience, 
“Now that (getting moved to the front on the interview line) didn’t get you the job but it saved 
you a long line, so I mean there’s some reverse discrimination or whatever you want to call it.”  
Others commented that even though a man may have an advantage in finding interviews they 
must at least be as good as their women competitors.  Rollie stated, “there’s an unspoken bias 
(towards hiring men elementary teachers), but guys are passed over if they were not as good as 
female applicants.”   
Although participants shared that gender alone would not get them a job, several men 
identified their gender as the tiebreaker in situations where everything else in the interview 
process appeared to be equal.  According to Rollie: 
I think if it came down to a man and woman and they were equally qualified, I think the 
male would get the job because they’re looking for more men in the elementary school.  
At least that’s the feeling I get.   
 
Robin agreed with Rollie’s thought of using gender as a tiebreaker.  However, Robin took this 
concept further.  Rather than speculating that gender would be used as a tiebreaker if all else was 
equal, Robin shared personal experience of using gender as a tiebreaker in hiring from a time he 
served on a an interview panel.  
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I think there are situations where if there are two candidates, you say well we would be 
lucky to have both of them, if one is a girl and one is a guy, I think the guy might have a 
heads up in that situation depending on what the school is looking for.  I know for my 
school and me when we were doing those interviews,  I tried to look at it unbiased 
completely, but then afterwards when we were kind of ranking them and looking at how 
we thought everybody did, you know that came into it.  I kept coming back to you know, 
I thought he did as well as anybody and he’s a guy.  (Robin) 
 
Although all men teachers were willing to admit their gender is an advantage for finding 
jobs, some were hesitant to personalize it.  These teachers either indicated they had heard of this 
advantage, hoped that there were reasons other than their gender related to their hiring, or simply 
denied it was a factor in their own hiring.  Jim stated he heard regularly that he was lucky to be a 
man because it was easier for a man to get a job as an elementary school teacher, yet he was 
bothered to think it was a factor in his hiring.  Jim said, 
I’ve heard it from colleagues, not tight close personal colleagues, I’ve heard from other 
teachers.  I’ve heard it from I think people in the community.  It’s easier to get a job as 
you’re a man.  I’ve definitely heard that.  I’ve always been successful in getting jobs and 
I know it was not because I have a penis, you know what I mean?  I’ve never ever 
thought that.  
After reflecting on his response, Jim added, “that being said, I pretty much got every job I ever 
applied and I never thought that is maybe because of my gender until right now.”  Ted shared 
similar sentiments, indicating he had heard other teachers talk of how men teachers have an 
advantage in hiring, but was not sure being a man was a factor in his hire. 
I don’t know if it was an advantage in my case, but I’ve just heard other teachers 
that…you know, a male elementary teacher’s got a leg up getting their foot in the door 
sort of speak.  (Ted) 
Other participants personalized the notion of a gender advantage in hiring by relating it to 
their own experiences.  These participants accepted the fact that their hiring could have been due 
to the fact they were men.  Don remembered how easy it was to get his first two jobs. 
With my first two jobs that I got, I didn’t try, I mean I didn’t try hard to do anything, I 
remember going into the interview, and I had my long hair, I had, you know, khaki pants 
with my Chocó sandals and they hired me there. 
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Accepting the notion their hiring may have occurred because of their gender, exposed a mixed 
set of emotions.  In one instance, a participant nonchalantly shared his gender offered advantages 
to him in hiring, similar to what being a member of a minority group might experience under 
affirmative action campaigns.  “Being male is like being a minority when it comes to getting 
hired” (Robin).  Another participant easily accepted the fact his gender likely got him his first 
teaching job. 
I think that it definitely helped me to get my first job just because when you have 40 
applicants or 400 applicants you want, doesn’t matter what the job is, you want 
something that sets yourself apart and whether that catches their eye I don’t know, male 
teacher, let’s look at them, okay here’s another one that looks good.  (Jerry) 
Larry responded in a much less cavalier manner, as if it was something he did not want to accept. 
I think deep down in my heart and deep down in my soul my thought was that, I was 
hired because I was male, to tell you the truth…..it kind of makes me think, hum, was I 
hired just because of that or was I hired because I looked good on a resume or a mixture 
of both.  I was hoping it was a mixture of both, but I guess these days when you’re young 
and just out of college for the most part you’ll take a job for whatever reason that you 
can.   
 
Gorman responded differently.  He first discussed the idea of gender advantages in hiring 
by indicating that he had heard being a man was potentially advantageous when it came to 
hiring.  As he reflected on this idea, a developing sense of awareness that his gender may have 
been the cause of hiring seemed to hit home.  Gorman shared disappointment with the notion that 
his gender may have had an impact on his hiring.  
I’m hoping that the reason I was hired is because I was the best teacher for the job, 
nothing to do with being male or female and I’d be disappointed if the reason I got a job 
was because I was male when somebody else should have had that job.   
 
Participants indicated the gender advantage they realize in hiring comes from several 
different reasons.  I describe these reasons in the following section.  They include, hiring to act 
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as role models, hiring to create a more balanced workforce, and hiring to eradicate gender 
stereotypes. 
Hiring for role models.  Although participants suggested various rationales supporting 
the gender advantage men teachers realize in hiring, the most commonly supplied idea centers on 
a presumed need for more men teachers to join the elementary school setting.  This sentiment is 
one mentioned in most interviews, and appears to be a topic discussed in school settings among 
all personnel.  In fact, several interviewees indicated this conversation crosses gender lines, with 
men and women teachers accepting the notion there is a need for more men teachers.  Robin 
stated he has had this “conversation with female colleagues many times and none of them have 
disagreed that more guys are needed.”  Rollie supported Robin’s comment when he stated, 
“people seem to think they need more males in the elementary school.”   
Further explaining this concept, Robin indicated the desire to have more men stemmed 
from the assumed need for men to be available within the elementary setting to act as role 
models for the children.   
…. at our school we’ve talked a lot about it, the importance of getting more guys in 
elementary education.  I mean, I think in education in general, but especially in 
elementary ed, you see a lot at the school I’m at, there are plenty of kids who either don’t 
have strong male role models in their lives or any male role models in their life.  So I just 
think as I’ve taught I’ve seen the relationships I’ve been able to build with kids and I’ve 
seen how they respond to me versus somebody else.  (Robin) 
Paul also shared that the ability to be a role model was part of the reason men elementary 
teachers have an advantage when it comes to hiring.  He believed that with the increasing 
number of divorces, where mothers gain custody of children, a man’s influence is missing.  He 
stated that with these ideas in mind, “having a male teacher at the elementary level is definitely 
an advantage.”  
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Hiring to create gender balance in the school.  Less prevalent, but also commonly 
shared by participants is the presumed need to have a gender balance in the educational setting in 
order to better mirror society, and the micro society of an elementary school building.  Robin 
shared, 
if you can get more diversity in your staff, how much better is that when you have more 
diversity as the student population.  Employers are looking for equity, they're looking for 
balance, so in a field that's predominately female I figured being male wasn't a bad thing.   
 
Robin continued stating that he had discussed this matter with many of his women colleagues 
and they all agreed, “A perfect scenario would be fifty/fifty (equal men and women teachers).”  
He explained his thinking as follows: 
There are things that you think about and bring to the table that I would never have 
thought of and reversely, they’ll say the same thing about me, and then I’ll say when it 
comes to us talking as a building trying to build management skills for these kids and I 
think that combo platter is perfect.  I have kids being able to hear a lot of the different 
voices and the tones, and what those all mean and all that stuff I think is really powerful, 
so yeah, I think if somebody heard all this stuff we were talking about today they’d say, 
yeah, we would like more guys, we would love it to be closer to equal than it is right now 
just because.  Especially in elementary school I think, maybe even more than some other 
organizations, when you’re working so closely with so many other people it’s just the 
more different mind sets you can have going at once, the better 
 
Paul agreed that having more men to create a more heterogeneous workforce made sense.  He 
said, “I think in terms of running the school, having a staff with a variety of backgrounds, to 
include gender, is a good idea.”  Rollie supported this concept when he stated, “more balance 
would be better, any business would benefit from that.”   
As Cecil was describing his experiences in different buildings, with different men teacher 
to women teacher ratios, I asked him what the perfect ratio would be.  In response, he said:  
In no way is it (gender) a factor that is more important than the quality of teachers that I 
work with.  If you were just saying, I’m giving you the names of teachers that you know 
nothing about than the names and here’s a pile of 50 men and 50 women and you’re 
going to put together a staff of 20, I’d probably do it fifty-fifty. 
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Harvey did not go so far as to mention a perfect ratio of men teachers to women teachers, but he 
did share that elementary education needs more men because they offer something different from 
women teachers.  Harvey shared that men and women are different, and these differences meet 
student needs and offer alternative perspectives.   
I think elementary schools are a better place with men, I do.  I think men and women are 
very different creatures in a lot of ways and I think by having males represented, I think 
you’re better able to meet the needs of all your kids. I think you’re better able to bring in 
some other perspectives. 
Hiring to eradicate gender stereotypes.  A number of men also mentioned that they 
thought their hiring advantage went beyond having role models for students, or balancing the 
teaching population to match the student population.  Some participants shared that the 
masculine advantage in hiring may be necessary to eradicate gender stereotypes.  Specifically, 
participants shared that hiring men to teach may minimize socially constructed sex roles, creating 
opportunities for boys and girls to consider career options they might not otherwise consider.  
When discussing why more men should be hired at the elementary level, Charlie said, “cause 
then again it’s showing what the possibilities are for you and when you become an adult is not so 
black and white (this is what men do and this is what women do).  My first grade teacher was a 
man.”  He followed up by offering an editorial on the concept of gender roles.   
You know you have your gender roles, men do this or do this, and I think it’s good for 
kids to see men can be first grade teachers.  Just like you’d convince a woman to be in a 
career that wasn’t traditionally what a women would do.  So the more those lines can be 
blurred the better it is for everyone. 
 
Bob expanded on Charlie’s comments regarding the importance of showing students that men 
can be teachers too, when he explained his motivation to minimize stereotypes children may 
have for men.   
I’m motivated by that because I feel that there are many, many stereotypes about male 
teachers in general and one of them is that they may not be as compassionate or sensitive 
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to a child, and so it’s kind  of an opportunity for me through the way that I manage a 
classroom and discipline methods that I use to manage a classroom and  that’s an 
opportunity for me to model for children that adults/males can be in that role too. 
 
Larry also indicated a desire to show his students, especially the boys, that it is acceptable to act 
in ways stereotyped as feminine.  He stated he wanted his students to know it was  
ok for a male teacher to make mistakes, to show weakness, to show love and compassion 
for others. I’ve even tried, specifically said to my boys, hey, it’s okay for men to wear 
pink, and I wear pink once in a while. 
 
Although men teachers perceived hiring was the most prevalent advantage they realized, 
they did identify other advantages that gender offered them after they were hired.  These 
advantages include leniency, parent and student excitement about the prospect of having a man 
teacher, and benefits to classroom management.  I will examine participants’ perspective on 
these advantages next. 
Leniency   
In addition to hiring, participants also indicated there is a greater degree of leniency for 
men teachers than for their women colleagues.  Leniency for men who teach at the elementary 
level comes from a number of different areas.  Leniency comes from parents who do not 
question their techniques, as they may question women teachers’ techniques, from their 
supervisors through minimal critical feedback, and through variations in accountability. 
First, participants shared the perception that parents do not appear to worry about the type 
of teaching work the man teacher is doing.  Instead, having their child placed with a man teacher 
seems to be enough.  Robin shared: 
I think for some parents (being a guy is enough)…I don’t think for like my like fellow 
teachers just being a…that’s not enough……  I do think for some parents that probably is 
almost enough and I mean…my hope is they realize okay, I’m not just a guy like I’m 
actually teaching I’m doing a good job.  I think the vast majority of them realize that, but 
I think for a few that might be enough (being satisfied knowing there is a guy teaching 
their child…  
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Robin indicated being a man teacher may be enough for parents because of the level of 
excitement children (or in some cases the parents) show when they finally have a man 
elementary school teacher.  According to Robin, children’s excitement keeps parents at bay and 
makes teaching very safe for men who teach. 
I think some of the students come in more excited because they’re going to have a male 
and for many of them I am the first male teacher they’ve had.  So I think there’s some of 
that.  Actually, I know that, I’ve had parents in whom also say ‘I’m so excited to finally 
have a male’.  So it’s almost like I can do no wrong … 
In addition, participants reported that parents challenge men teachers much less than they 
challenge women teachers.  Don said, “I definitely get leniency from parents.”  His perception 
was that parents thought “oh it’s a male elementary teacher...so nice… this is great and so 
mistakes I’ve made or things I’ve said have been forgiven a bit more.”  
Some participants were able to share specific stories about how parents’ leniency for men 
teachers is greater than it is for women teachers.  As Don talked about his experience as an 
elementary teacher, and how he felt they were different from what his women colleagues 
experienced, he reflected on parent teacher conferences.  When describing parent teacher 
conferences, Don indicated parents view a man’s approach differently than they do the same 
approach from a woman teacher. 
You know as a male I think…in parent/teacher conferences I’m able to say things more 
bluntly than female teachers and not have it perceived as being, you know “bitchy”, it’s 
just that “Oh, he’s just a straight shooter”.  So I think that’s in that sense parents kind of 
give me some leeway. 
 
Jerry also contrasted how parents treated his female colleagues with how they treated him.  
When discussing what it means to him to be a man in a field dominated by women, he mentioned 
that he thinks “about the inequity, like I really don’t get challenged on hardly anything from 
parents.”  Jerry shared a story that compared his experience as a new teacher to two other new 
female teachers. 
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My first year of teaching I taught with these two amazing female teachers, one was one 
year older and the other was two years older, but it was all our first year at the school. 
They had three phone calls every day, asking for clarification on what happened in the 
classroom and I maybe got three phone calls a year. I’d look at it and think, if anyone 
should be getting phone calls it should be me.  I can say something to a kid or to parent 
and they say he has high expectations, if it comes from a female colleague, she is a bitch 
or she hates kids.  
 
Another participant looked beyond how the teacher approached a situation and shared 
that in his career, parents have challenged his women colleagues in a way he has not 
experienced.  Regardless of other variables, such as age, experience, or teacher effectiveness, he 
shared that parents are more willing to attack women teachers than they are men teachers.  
I’m less likely to be berated by a mom than a female teacher.  I have seen and heard 
especially young female teachers being blasted by moms and every time it happens I 
think, I don’t think they would talk to me that way, even as a younger teacher I wasn’t 
talked to this way.  (Harvey) 
 
Jerry supported this claim when discussing techniques he and his men colleagues use to 
address student behavior issues.  When reporting on this concept, he could not believe the 
leniency he gets and clearly articulated things would be different for women who attempted to 
utilize the same techniques.  
As a guy I rarely get challenged by parents.  We can do more discipline type things and 
not get questioned, for example I still can’t believe we (the men teachers he works with) 
get away with this, but the kids talk in the hallway, drop and give me ten, doesn’t matter 
boys or girls, okay you’re wearing a skirt, put your feet against the wall.  I mean we’ve 
(the guys) never gotten asked why are you making my kid do pushups? 
When asked what would happen if his women colleagues did that (made kids do push-ups as 
disciplinary consequence), Jerry said the woman teacher would be challenged by the parent.  In 
fact, Jerry said parents would be so upset “there wouldn’t be a phone call to the teacher; it would 
go right to the principal.”   
The expression of this advantage also occurs for men, when working with their 
supervisors.  Sometimes leniency from a supervisor is overt and other times it is implied.  His 
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principal has told Ted that he “doesn’t worry about me or my program” and has heard “rumors 
that people think my principal is too easy on me.”  Another participant gave a specific example 
of a situation when his supervisor treated a mistake he made with much less severity than the 
same mistake made by a woman colleague.  His principal told him, after sending out an all staff 
email that he should not have sent out, that the superintendent needed to talk to him. 
 So I did sit down with him and essentially just said what kind of went on and he said, 
“It’s really not that big of a deal, but in the sense I felt you were a little out of line in 
terms of sending this on and it wasn’t your spot to do so”. Well there was a similar 
situation not too long after that with a female…same principal. The female who had sent 
an email out to all staff and from her perspective, when I heard it from her, I did talk to 
my former principal about it too, but from her perspective, a letter was put in her file and 
that didn’t happen with me (Larry).    
Participants articulated they experience an advantage due to gender, when it comes to 
hiring in order to provide students role models, to create gender balance, and to eradicate gender 
stereotypes.  They also shared they realize a greater degree of leniency than their women 
colleagues once hired.  In the next section, I explore how men feel the excitement generated by 
novelty status is also an advantage. 
Novelty Status 
Men elementary teachers also noticed that their gender created a level of excitement not 
experienced by their women colleagues.  This excitement comes from both students, and their 
parents.  Pete summed it up when he repeated comments he has previously heard parents say, 
such as “it’s so great to have a guy in this school and can’t wait until my child has a male 
elementary teacher.”  Charlie shared that there were times when parents were nervous about how 
their primary aged child would react to a man teacher, but these circumstances paled in 
comparison to the times parents shared excitement by the fact their children were going to have a 
man teacher.  He also shared that excitement people have about him as a teacher is not because 
he is a great teacher, but because he is a man.  Charlie said  
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You often hear like wow, it’s great to have a male in the first grade or it’s great to have a 
guy teaching in the second grade, so there’s recognition you’re a guy and wow you’re in 
the primary grades that’s unexpected, but we think that’s great.  It’s not we are excited 
because we hear you are a really great teacher, it’s you’re a guy. 
 
Robin also felt parents requested him because of his gender, not because of his ability to teach. 
Early on in my career a lot of parents requested me, I mean they didn’t even know who I 
was if they hadn’t walked into our wing, so um.. like I don’t think a lot of the parents 
necessarily knew a lot about me or my teaching style. 
The perception of the participants was that this sentiment develops because parents and 
students view them as something new, which therefore generates a positive energy.  Don shared 
that “I think male elementary teachers have some sort of mystique about them that people find 
interesting, and when I say interesting, I mean novel.”  Paul showed agreement when he said, 
“students come in more excited because they are going to have a male and for many of them I’m 
the first male teacher they’ve had.”  Men teachers consider the benefit of this initial excitement 
to be a major factor in their success.  According to men elementary teachers, student excitement 
opens the door for early relationship building which starts the school year on a positive note.  
“It’s something different for children, their first experience having a male teacher.  So the 
advantage is they are curious and want to get to know you and build a relationship with you” 
(Bob).   
Sometimes parents show excitement for having a man teacher for their child, which also 
has its benefits.  In fact, Larry stated that the prospect of having a man teacher excites the parents 
so much that they make specific requests to the building principal in order to increase the 
chances the principal will assign their children to his classroom.  Jim concluded that parent 
excitement over having men teachers also generates positive first impressions, which benefits 
men teachers, and does not factor in for his women colleagues.  This was a concept, that until the 
interview, he had never considered before.  “Some parents are like, yes, we’re having a male 
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teacher, we’re super excited about that, which leads to getting started on the right foot.”  
According to Gorman and Harvey, when parents and kids are excited, it opens the door for 
establishing a good relationship with the child because the child looked forward to be with you 
(because they are men). 
The excitement generated by having a man teacher stems from it being a new experience 
for the students, but also from a perception that men can offer something female teachers cannot.  
Most commonly reported by those interviewed, is the idea that parents and other adults believe 
men must be present to provide a role model for children.  People assume these men will be a 
role model to children who may not otherwise have a man in their lives.  Cecil stated, “parents 
are really excited to have their children experiencing a positive male role model which again 
kind of gives you a leg up.”  Rollie also shared that people are “always excited to have a male 
teacher at the elementary level.”  Rollie further explained the excitement parents have. 
A lot of parents will say it, especially moms, I don’t know why they say it but they’re 
excited when their… they’ll say “oh you know, especially most of boys. They seem to 
think it’s great that there's another male role model in their kids life or whatever and I 
think kids like it too. 
According to the participants, students and parents are excited for the opportunity to have 
a man elementary teacher.  These men shared that the excitement, which often comes because 
men in the elementary school are unique, benefits men as it creates a positive first experience 
with parents and children.  In addition, parents who feel their child will benefit from having a 
teacher who can act as a role model, generates excitement.  This also gives men teachers an 
advantage, as it sets the stage for the school year with a positive first experience.  Participants 
also shared their gender gives them an advantage in managing their classroom.  I explore this 
concept next. 
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Classroom Management 
 The last advantage commonly shared by the 14 men elementary teachers was classroom 
management.  A common perception of men interviewed comes from a belief that managing a 
classroom comes easier for them than for their women colleagues.  When searching for rationale 
for this perception, Cecil stated it was just something that occurred.  “It’s a little bit easier to deal 
with upper elementary kids, with it from a disciplinary standpoint just inherently.”  Jerry was 
apologetic in his description of how his gender benefits him when dealing with classroom 
management.  “Sadly (because he is a man) I immediately have clout with parents and kids.  I 
walk into cafeteria or down the hallway and the kids slow down and quiet down, with females 
they push more to see what they can get away with.”  Jerry added, “almost every week a kid 
from another class (who is misbehaving) gets dropped off in my classroom and it works out fine 
because once they’re in my room they behave.” 
Robin believed physiological differences between men and women may have something 
to do with the ability to manage students.  “I get kids’ attention the first time due to the depth of 
my voice, women don’t have that, they have to come up with more strategies and more ways to 
reach kids when it comes to classroom management than a female teacher does.”  According to 
Robin, this physiological difference requires women teachers to increase their repertoire of 
behavior management techniques to find the same level of resolve as the men. 
What I know is that I’ve seen a female trying to get students attention and try four or five 
times and it takes me once to say the exact same thing and they all stop.  So I think in 
some ways, females have to come up with more strategies and more ways to reach kids 
when it comes to the more classroom management kinds of things then maybe even a 
male does, depending, but I think generally speaking that is just sort of physiologically 
how we are.  That’s something I’ve noticed in classroom management.  
 
Although Robin shared his gender gives him an advantage in managing a classroom, he also 
shared this perception can be a burden.  Robin indicated that his teaching partners (who are 
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women) see him as the one who should “take care of the discipline” which resulted in him being 
“taken advantage of” in the past when all behavior problems “were sent to me.” 
Although Ted did not indicate the depth of his voice had anything to do with how 
students responded to his management techniques, he did share that men have better standing 
with children than female teachers do.  In fact, he shared that the women he teach with also 
recognize a difference.  “I think specifically with the kids, men have more authority.  I’ve heard 
other female teachers say my boys are better for me than they were for them” (Ted). 
Ted also mentioned the notion of classroom management being more easily accomplished by 
men than women teachers, when he stated certain districts with lots of student discipline 
problems are “looking to hire more men because they know they can hold down the fort.”  Paul 
summed up his thinking when he shared that he would “like to think some of it (the kids 
behaving better with me than with women teachers) is because of his technique but I think a lot 
of it is the fact that I’m a man.” 
 Men teachers’ experiences show a realization their gender offers them an advantage.  
These advantages come within the scope of hiring, leniency on the job, excitement from parents 
and students, and in managing their classroom.  Participants also gave considerable attention to 
their experiences working with elementary aged children, a concept explored in the following 
section. 
Working with Children 
 Although I did not specifically ask the participants questions regarding their interactions 
with the children they teach, this topic was clearly on their mind.  Questions pertaining to what 
participants enjoy most about teaching, descriptions of their best and worst experiences, as well 
as advantages and disadvantages associated with being a man elementary teacher brought forth 
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copious dialogue centered on relationships with students.  These discussions ranged from 
positive connections men teachers are able to make with their students, to challenges they face 
when trying to forge or strengthen those relationships.   
Specifically, men talked about how much joy they get from developing relationships with 
children.  Men appreciated the relationships they were able to build with the children, especially 
when they are long lasting.  They also appreciated the innocence, and authenticity children bring, 
and how it keeps men feeling young.  Men also discussed the close degree of scrutiny they face 
when working with children because of their gender.  Scrutiny was broken down into three 
different areas, physical contact, avoiding incriminating circumstances, and dealing with parents’ 
worries.  A report of these aspects of men elementary school teachers’ experiences follows.  
Making Personal Connections with Children 
Contrary to prevalent stereotypes that indicate men are less nurturing, or relationship 
based than women, men teachers reported that their best experiences related to times when they 
could develop close personal connections between themselves and their students.  Charlie said, 
“I really like the relationships I was able to build with students and families when I was in the 
primary grades.”  Robin agreed when he said, “I love, I love building relationships with kids.  I 
tell most people when they ask me why do I like teaching, cause I’d rather hang out with kids all 
day long than adults.”  These connections, as reported by participants, happen throughout the 
school day.  However, most men shared that unstructured time was the time they looked forward 
to the most, because it gave them the best opportunity to get to know the kids on a personal level.  
I examine these ideas below. 
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Harvey reported that his favorite part of the day was morning meeting.  This is when 
students sit in a circle and share about their evening or weekend, or when discussion of a topic 
decided upon by the teacher occurs in a conversational style.  Harvey said 
You know for me it’s become (the best part of his day) morning meeting, we’re a 
responsive classroom school, which is funny because I was a little bit unsure on it at first, 
… but it really quickly became my favorite part of the day.  I mean I know so much more 
about my students and we really quickly started to feel like a great big family which has 
been great. 
 
When discussing his best experience, Ted mentioned a time he had his students out to his 
property for a field trip.  His energy perked when he mentioned how cool it was to form those 
connections with his students, and how the personal experience of them being at his home took 
their relationship to another level.  Paul added that his experiences with the students were usually 
positive, stating that “the worst things will always be adult related; it’s not associated with the 
kids.  My worst experiences with the kids have never been nearly as bad as some of the crap 
adults do.”  He went on to say that he likes “morning meetings actually because it’s less formal” 
which means “the kids can express their personality more freely so you can get to know them.” 
 Gorman also talked about how much he valued less structured times when he could find 
out what his students were up to outside of school, especially right away in the morning when 
they come through the classroom door.  He said, “I love it when the kids walk in, I love to just 
talk with them to see what they doing.”  Gorman also shared that student connections, which 
carry over into adulthood, are very meaningful to him.  “Running into students years later, when 
they talk about things we did when they were my students is what keeps a guy going (teaching) 
for 40 years.” 
 Don really enjoys working with kids and feels that working with children helps him keep 
perspective and balance.  Don said, “going into the classroom, working with the young kids 
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keeps you young and they’ve got that innocence, they’ve got humor that kind of keeps you true.”  
Don also enjoys working with children because he realized he plays a big role in their 
development.  
At the elementary level, it’s in the innocence of the children, it’s the ability to set in the 
foundations of character and of knowledge…and giving them that strong foundation.  I 
mean you can’t spend much time being theoretical or thinking too deeply about things.  
Maybe if you get to 4
th
 or 5
th
 you can start posing those questions, but to have an actual 
conversation you don’t get that, so in general, it’s just knowing that…kind of in those 
formative years where things are really….you know…being solidified….being able to 
have a positive impact on those years. 
 
Jim also shared a somewhat philosophical angle when discussing his connection with his 
students.  Rather than indicating a specific aspect of working with kids that he enjoyed, such as 
morning meeting or unstructured time, he reported joy in how he and the children work together 
in all aspects of their world. 
I’m with kids and I really just enjoy seeing the authenticity of a child and I watch them 
kind of come into themselves throughout the process a day or week or a year.  I like to 
see the authenticity of a child and allowing them to be who they are without the over line 
of, you know hierarchy of teacher to child.  I really like to bring about the sense of we are 
in this together and we are working together and I want you to have a good time as we 
learn. I don’t really instill I’m teacher, hierarchy over you, it’s more like I respect you, 
you respect me and there is an understanding between each other.  We can laugh, you can 
goof around a little bit, you can be yourselves and make all kinds of mistakes.  I guess 
this one thing is too, I like to see kids make mistakes and not be afraid to make mistakes 
 
Rollie looked at me kind of cross-eyed, as if I had asked a dumb question, when I asked what he 
enjoyed most about teaching.  In his mind, it appeared there was an obvious answer “well, of 
course I love the kids.  They’re just great which is why I think most people teach, that’s why I 
keep coming back.”  His response to what he did not like about teaching showed a strong sense 
of caring for the kids he works with. 
I personally don’t like all the pressure that seems to be around these days with testing and 
that kind of thing.  I think it’s just way out of balance …. the amount of high stress that’s 
put on the kids …. so I try to take the stress off them because it’s hard on them I think. 
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It was clear through the interviews that men teachers really cared for their students.  The 
personal connections and opportunities to be around the children during informal times was a 
favorite among participants.  Unfortunately, men also experience challenges as it relates to the 
children they teach.  These challenges come in the form of scrutiny they face due to men 
working in what the public perceives as a feminized profession.  Scrutiny manifests in awareness 
by men teachers with regard to physical contact with students, being alone with students, and 
parents worries.  Findings related to these items comprise the next section. 
Physical Contact with Students 
 Conversations with teachers about their elementary experiences showed they cared 
deeply about their students.  Men often glowed when discussing the relationships they were able 
to form with their students.  Several men shared that the kids they worked with were the reason 
they kept doing what they were doing.  In spite of this high level of care, concern was expressed 
when men teachers discussed physical contact with their students.  Men recognized the 
elementary setting as a place where good touch happened quite regularly, especially by their 
women colleagues.  Experiences of men teachers suggested their in-depth consideration of 
whether they can or should touch (hug) their students.  They have also considered how to touch 
if they have committed to do so.  In some instances, men teachers hug their students; in other 
cases, men give hugs only if the children initiate it.  At other times, men do not hug their 
students, choosing other techniques to make a physical connection. 
When talking about the need for more men teachers, Gorman stated it would be nice to 
give kids the chance to give “a different kind of person a hug once in a while.”  Gorman 
recognized men teachers who hug their students face a degree of inspection, but stated, “I have 
always hugged my students.”  However when media started reporting “negative things about 
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scout masters and other men who work with children” he said he “became a little bit more 
careful.”  He also shared that he is more cautious with girls and therefore does not initiate hugs 
with them.  Gorman said, “I’m still careful with the girls.  Usually if they initiate a hug, I will 
give them a hug back.”   
Jerry had similar sentiments to Gorman, although he indicated he sometimes initiates 
hugs.  He shared that “sometimes a kid just needs a hug or whatever and so you just give them a 
hug or I’ll joke around with them like you look like you need a hug too, get over here.”  
However, he did mention that teaching sixth grade meant he did need to consider his actions 
more so than others did teaching lower grades.  He also added that his women colleagues do not 
have to consider how others will perceive their hugging.   
Jerry said, “sixth grade girls can look like 24 year olds you know and so there might be a 
pause and a quick glance (to see if others may be watching prior to giving out a hug) or 
whatever, but if a female teacher would do that there wouldn’t be any thought to it.”  Jerry added 
that his reputation, which he built over 12 years, allows him to nurture his students with hugs.  
“The other teachers have kind of gotten to know us and the community here, we’re kind of 
landlocked, we don’t have….there’s no new homes, there’s no room for development so 
everyone at least has a neighbor that went here and they know what each teacher is like.”  Jerry 
indicated he felt differently in his first teaching assignment, where he was much younger and had 
not yet established himself as a teacher in that community.  He recalled a situation when he was 
trying to support a struggling girl student.  As Jerry was listening to his student crying about 
personal issues, he shared that his “mind was racing” as he contemplated how others might 
perceive his actions if they saw him give her a hug.  He said, “I’m going, okay if anyone comes 
by right now and see’s this girl crying or giving me a hug or whatever, you know I’m 22 or 23 
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years old.  What are people going to think?”  Pete also hyper analyzed the hugs he had with his 
students.  
I think initially when a hug would happen, that’s where my mind would be thinking all 
the time.  Okay, now this is done, now what…let’s analyze this….okay, okay everybody 
is here, it’s over.  It’s like, you know what I mean?  You instantly like, you go into like 
alarm mode. 
 
Jim, a 16 year teacher who spent most of his time teaching second grade or younger, 
remembered a specific situation when he was accused of inappropriate touching.  Jim was the 
only man with a personal story such as this, and although these accusations were false, it had an 
impact on how he teaches today. 
I’m careful how or when I touch a kid because of those kinds of ideas.  It could be 
misconstrued.  You know, I don’t know what could happen and I know that there are 
rules against touching kids.  I don’t remember, I don’t even know what the exact rules are 
in this state or district.   
Jim shared that he was somewhat ignorant to the notion that physical interactions between him 
and his students could be misconstrued until his previous principal discussed the matter with 
him. 
I grew up with kids sitting in my lap until my principal said something and she didn’t say 
no, I was oblivious to why this made her uncomfortable.  I really didn’t know.  I’m not 
one of those guys who gets a rise out of a kid sitting on my lap.  So she expressed to me 
in some nice story why she felt that way and I totally get it but I never forgot that story of 
how it can be seen, if a kid sitting on my lap, and someone has these experience over 
here, they can look at that and misinterpret that and think it’s ugly or think it’s gross, or 
something bad about it.  And as a male, now that we’re doing even more, I’m 
remembering that, those are some feelings that I have had before, you know.  I, this day I 
don’t let anyone sit in my lap, and the kids try. 
Jim’s strong feelings about this situation led to further dialogue about his physical interactions 
with students.  In spite of the fact he has previously been accused of inappropriate touch, Jim still 
hugs his students.  Jim was adamant that kids need hugs, going so far as to say, “…and I’ll say 
this with a grain of salt, I’d almost rather not teach if I couldn’t hug a kid, you know?” 
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When Harvey was sharing what it means to be a man in a field predominantly occupied 
by women, he stated he does not think about it much.  However, as if a light bulb went off in his 
mind, he quickly turned his train of thought to how he feels he has to exercise caution when 
negotiating physical contact with children.   
I also think being a male (not necessarily a male in a predominantly female field), but a 
male specifically in teaching, I think sometimes I probably have to exercise more caution 
with certain things than I would if I were female just because of perception.  I see female 
teachers hug their kids all the time.  I’m awfully cautious about that.  I’m real careful 
about how I operate in that sense because of perception. 
Even though Harvey is cautious about making physical connections with kids, he does hug his 
students, albeit a “side hug.”   
I will usually do the old side hug.  The one-armed side hug and I won’t unless there are 
lots and lots of people around and only when I really know the kid.  It wouldn’t be 
something I would do early, I really got to know the kid and know the family before I 
will hug otherwise I’m pretty cautious about it.  I won’t do it in a classroom with no one 
else present. 
Larry reported an experience with regard to touching children that did not come up often 
in this study.  He remembered a principal telling him directly not to touch children. 
I did have a principal though, who a long time ago, had just somewhat forewarned me in 
terms of touching kids.  That I needed to be careful of that and that was my first of 
teaching, and I wasn’t going to question her, I wanted my job, but I just wondered if that 
was a conversation she had with everybody?  Was she trying to protect me, was she 
trying to protect herself?  I didn’t totally get the message there either. 
In spite of this message from an immediate supervisor, Larry decided to hug his students during 
times he felt they needed it.  “I’m going to have a positive relationship with the kids.  They need 
touch.  They do.  They need those hands on the back and they need their little hugs, those high-
fives, and whatnots.”  He continued by sharing that his comfort with hugging developed 
similarly, to what Jerry experienced.  As time grew in his district, so did his reputation making it 
more comfortable for him to hug his students.   
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The parents know me; my staff knows me.  You kind of earn that reputation in a sense.  I 
think your first year you are very much on edge…your first couple of years you are.  
People don’t know you as well. I think parents see me and they know, yep…he’s going to 
hug my kid right in front of her or in front of the parent and it’s not that big of a deal, so 
if he’s doing it in school, I would hope that their perception is the same, it’s not that big 
of a deal.  But yea, your first year….you’re careful of everything that you do, especially 
when a principal says hey, be careful in this particular area. 
 Rollie is not unlike many of the other men I interviewed.  He is willing to hug his 
students even though, as he stated, “men have a target on their back.”  His feelings stem from the 
fact that many accusations towards men who work with kids have garnered national media 
attention.  Rollie’s hugs usually come reactively, stating he hugs kids if they “initiate it.”  Rollie 
wanted to make sure I knew he was not afraid to hug but rather conscious of the potential 
ramifications associated with men teachers hugging students.  He went on to say he did not 
worry about giving hugs because he knows some kids need it. 
Sometimes they need it.  They’re sad about something and they need an arm around them 
whether it’s a male or a female.  So I look at it more of like a parenting thing and 
hopefully I know the difference.  In ten years I’ve never had a problem and it’s not like I 
do it all the time, it’s very rare.   
Rollie explained why he hugged students even though others carefully watch physical contact 
with students. 
Yeah, well I think…I just don’t think I could be an effective teacher without being able to 
do that if it’s needed because and I don’t do it all the time.  And the little ones, they all 
hug and as they get older, and you can tell the ones that don’t want to or don’t like it and 
then that’s fine.  I respect that, but then there’s some that need that or they’ll come up and 
literally just lean into you.  Like I’ve got a tall stool I sit on you know, and they’ll come 
up and just lean up against you as their showing you their paper or whatever it was.  And 
it’s pretty clear they probably operate that way around home too, you know. 
Robin had a different stance regarding hugging his students, choosing to not hug his 
students, using a “high five or fist bump instead.”  He reported that he “didn’t hug a student until 
two years ago (4 years into his career).”  This circumstance happened on the last day of school, 
amongst many people, parents included so he “kind of did the side hug.”  Robin continued by 
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sharing, “it’s totally fine for females to do – that is the impression I have … because nobody’s 
going to think anything, but guys I feel like need to be really, really careful about how they touch 
at all, students, just because of that stuff that’s floating around out there.”  He also noted the 
legal implications. 
Well, you know I guess the best way to put it, I don’t want to have a law suit.  All it takes 
is somebody saying they touched me inappropriately and now I would never, ever do that 
but to some people a hug might be inappropriate.   
Don shared he had concerns regarding physical contact with students as well.  Having 
taught in Colorado with a largely Hispanic student body, where physical touching is part of their 
cultural norms, Don reported he was careful with how close he got to students.    
I remember being very conscientious of the fact of my physical proximity to the students, 
and what was going on and especially in 1
st
 grade…beginning in 1st grade they are 
essentially still in kindergarten.  They are still developmentally at that stage...quite a few 
of them and they want to sit on your lap, or give you hugs and even this year when I was 
doing Spanish in Kindergarten….the students want to come up and give me hugs…. I 
was always kind of…you don’t want to say don’t give me a hug, but you’re kind of like 
pat, okay, move away, so…. I was just worried about those boundaries and how it would 
look. 
Similarly, to Robin and Don, Charlie shared that he does not touch his students short of 
giving “them a high five or fist bump sort of thing.”  He said that others say, “don’t put your 
hands on students because you’re a man in an elementary school.”  Charlie added that men 
teachers can “get in trouble for allegation of misconduct in the school and…so that’s one of these 
big ones that has always been kind of hanging there and I need to watch myself more than my 
female colleagues do.”   
Cecil also does not hug his students.  In fact, he shared that he would not even hold a 
student’s hand on a walk down the hallway.  During a discussion focused on teaching styles 
Cecil mentioned that men teachers match the nurturing and love that their women colleagues 
have for their students, “at a heart level, but maybe not in teaching style.”  Cecil shared the ways 
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he nurtures and loves his students are different for him, because he is a man, then it is for his 
women colleagues.  He said. 
The way I build relationships with them might be different.  You know a huge part of that 
where I feel more handicapped than anything else is my limitations on being able to 
physically give the kid who needs the hug a hug without, and of course I think like most 
men they’ll be times when I just feel it’s worth the risk and this kid just needs the arm 
around, you know needs the pat on the back, the arm around the shoulder but that is 
unquestionably still it’s not an even playing field there. 
 
Cecil elaborated by giving a specific example of what his colleagues may be able to do and what 
he feels he cannot do.  He also shared how he avoids the contact and how it makes him feel.  
You know I’ve seen women grab the hand of that 3rd grade boy that’s misbehaving, and 
they’re walking down the hall, and just holding his hand.  I would never do that and I’m 
envious that those kids that need a hug every morning can get one from my female 
teaching partner and I would never give them a hug every morning and I just sort of push 
away from the ones that try and that’s hard so anyway that is something that I think is a 
really big, that it’s too bad, because the reality is anybody could be abusing touch, but I 
also understand why I need to be more sensitive to it in our society. 
 
Cecil believed his need to be more sensitive and aware of how he uses touch with his students, 
stems from his belief that society “is far less likely to believe that a mature 55 year old woman 
has evil intent in giving a 12 year old going through puberty girl a hug versus me, a 45 year old 
guy.”  He added that, although he believes our society has also become much more accepting of 
gender related issues, there is also a “heightened potential of abuse in our society” that may 
cause people to look for things they did not previously look for.  Cecil thought this heightened 
awareness “is a good thing” but that it does unfairly cast doubt on the shoulders of men 
elementary school teachers.  Cecil shared that some of the women he works with, who do not 
want to give hugs, use the “heightened potential” within society as an excuse to avoid physical 
contact with kids, even though the standard is different for men teachers than it is for women 
teachers.   
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Beyond discussing physical contact, a great number of men teachers discussed steps they 
took to avoid placing themselves in potentially incriminating circumstances.  These situations 
specifically pertained to times when meetings with students needed to occur.  In these instances, 
especially when meeting with girl students, men made sure to keep their classroom door open, or 
met with children in a common area of the school that was open to anyone.  On occasion, men 
teachers even invited colleagues, or friends of the student, so there would be witnesses to what 
transpired in the meeting.  I examine this aspect of men elementary school teachers’ experience 
in the next section. 
Open Door Policy 
Men teachers are very cognizant of their surroundings, and are careful to not be in a 
closed classroom alone with students.  Jim said, “I think that in this day and age it’s probably 
safest to not be in a closed room with a kid, so I don’t.”  While Jerry reflected on his early years 
of teaching, in a previous district, he remembered being in a situation where one of his girl 
student stayed in the classroom after everyone left for recess.   
I was having a conversation with this girl who was going through this abandonment, and 
the last one out or whatever had closed the door and I didn’t want to get up from this 
conversation and go and open up the door, you know, because that whole body language 
thing and what is she going to think of me as I’m getting up and walking away from her 
as she’s talking to me, but my mind’s kind of racing.  I’m trying to focus on her and I’m 
thinking I’m really nervous because that door is closed.   
 
This topic also surfaced for Gorman when discussing what he has heard about men elementary 
teachers.  Gorman, an elementary teacher of 40 years, shared that at the very beginning of his 
career someone asked him if all men elementary teachers were gay.  He quickly pointed out this 
was the only time he was ever asked such a thing, but that he knew these perceptions where out 
there.  In spite of his recognition of societal changes leading to more acceptance of men teachers, 
Gorman said how teachers work with children is different now than years ago.   
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When kids would come and see me early in my career and I knew that there was a 
vacuum in the hall, I’d shut the door.  I’d never do that with a male or female student any 
more.  So I think there’s a possibility that some people think that our profession as well 
as any adults that work with children could be suspect of being inappropriate and it’s a 
world in which we live. 
 
Jerry agreed when he stated, “We always have to keep the door open, teaching 6th grade.  It’s just 
one of those things, just keep the door open.”  For Jerry, keeping the door open offered a sense of 
protection.  If seen hugging a student, especially a girl, with the door open, others would 
perceive it as him offering nurturing support.  Conversely, others may perceive the same action 
with the door closed as something inappropriate.   
Paul took the open door concept further.  Rather than making sure the classroom door is 
always open when having a one on one meeting with a child, Paul indicated that when meeting 
with girls he would never do so alone.   
I’ve always been taught, don’t ever put yourself in a situation which you are one-on-one 
with a girl because of all the crud that goes on out there.  So anytime I would have to 
have a conversation with a girl I always made sure a friend or two of hers would come in 
so there was a group of us or I would try to bring in a another colleague as well.    
 
Harvey also mentioned that he is careful about being alone with students, especially girls, “I try 
not to be in a room alone especially with a female student.”  Charlie agreed being alone in a 
classroom with a student was not something men teachers should do.  He could not remember if 
he was ever told this or not, but deduced that being alone with a student meant there were no 
witnesses around to support his side of the story if allegations arose.  To avoid these kinds of 
scenarios, Charlie would utilize common areas for a one-on-one meeting.  His comments below 
come from a line of questioning focused on what he has heard about men elementary teachers. 
I don’t know if I was ever told this, but it’s a good idea to not be in a classroom alone 
with a student.  Because if that student leaves the classroom anything can be said and 
there’s nobody else there to witness any of it, so, to meet in more public settings. I don’t 
know if woman, my female colleagues think about that at all or need to think about that at 
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all.  It’s something I’ve always kind of….okay I need to talk to this student about this, 
let’s meet right here, this common area. 
 To this point, men teachers have reported the scrutiny they face stems from their physical 
interactions with their students.  In one case, it comes from physical contact such as hugging.  
Even if well intended, it can create damaging situations for men teachers.  Personal contact with 
students is something men teachers think about a lot.  In the other case, scrutiny originates from 
being in a potentially incriminating situation such as being in a room alone with a student.  
Teachers shared how they would never be in a room alone with a student and would take 
measures such as keeping the door open, inviting friends or colleagues to the meeting, or holding 
the meeting in a common area of the school.   
 In addition to these scenarios, men teachers also face a more general scrutiny.  This 
scrutiny seems to emanate from parents and students who have not had other men elementary 
school teachers.  A report of the experiences of men elementary teachers, as they pertain to 
parent worries, follows. 
Parents’ Worries 
 Although almost all of the participants discussed that parents, and students, are excited 
with the prospect of having a man teacher, most men also shared that there have been times 
parents have expressed concern with the placement of their child in the man teacher’s classroom.  
According to men teachers, concern such as this, although commonly noted, did not happen 
nearly as often as when parents showed excitement about having a man teacher for their child.  
However, men teachers’ desire to discuss these situations, indicate parents’ worries had an 
impact on their experiences.  
As Harvey discussed advantages and disadvantages, he turned to a story about a former 
teaching colleague from his days of teaching in California.  Although the story turned out to be 
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false, the man had to move his family to find work.  Harvey shared that this experience, coupled 
with his perception of what his blue-collar California families thought of him being a teacher, 
created the perception that parents are worried when their children have men teachers. 
It’s a small segment of parents and it seemed to be more of an issue in California than it 
is here (Eastern Minnesota/Western Wisconsin), but I think there are certain parents for 
whom meeting a male elementary teacher you’re almost sort of entering the game of two 
strikes against you because it’s like well why would you want to work with little kids if 
you’re not a pervert. 
Rollie reported that the prevalence with which abuse scenarios involving men become 
media worthy creates situations where parents are hesitant to have men teach their children.  
Rollie stated, “twenty years ago people didn’t worry about these kinds of things but there’s more 
awareness now I think in any profession that involves children men have to be careful and 
teaching is especially under the spotlight kind of thing.”  Jim also connected parents’ fears with 
abuse situations that garnered more attention in the recent years.  Although Jim has taught for 16 
years, he only recently began considering this idea. 
Some could think because you’re a man, especially in this day in age, it’s only been the 
last few years that I’ve probably only thought about it because it seems to be popping up 
more and more every year, whatever, children being abused in different kinds of ways 
and I’ve given it a little bit of thought I guess as far as like if anyone has ever thought 
about that about me and a, but I’ve never had a direct experience of that happening or 
why they might think that, but you know just because in this day in age, people are 
weary, they can be afraid, not as trusting, and as a man I could see why they would feel 
that.  And I wouldn’t really hold that against them either.  I just wouldn’t.   
Although Jim initially indicated he did not have any personal experiences related to 
parents fearing the worst due to his gender, he later shared a story of a time when an incoming 
parent refused to have his daughter in his classroom.  Jim indicated that parents often show 
excitement for having their child in his classroom, a fact he believes comes from him being a 
man.  However, recently, for the first time in his career, a parent did not want her child in his 
classroom because of his gender.  The principal tried to reassure the parent that Jim was an 
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excellent teacher and that her daughter would have a great year.  A meeting was set up with the 
parent and the teacher to ease her fears. 
So I met with the mom and I think the kid played in the classroom and we met and I told 
her you know, I’m a little out there and how I feel about kids and my experiences with 
kids and how long I’ve been working and she smiled and nodded and yep, yep, good, 
good.  Went back the next day and she said we still want out and she was willing to go to 
the superintendent on that topic and on the issue to get what she needed.  The principal 
was flabbergasted.  Other teachers were banging their heads going oh, my gosh, you 
know. 
Charlie had situations where parents were worried about their children joining his classroom, but 
these worries never advanced to the level of a parent refusing to place their child with him.  
Conversely, Charlie heard about fears directly from parents, later to learn things turned out great. 
It was pretty common in the fall, I would have a parent or two who would express some 
trepidation about not sure how a male teacher is going to be and they almost feel their 
worries would affect their kids.  Like they would hear that and they would expect for 
themselves a true different experience.  That happened both with 1
st
 grade and with 2
nd
 
grade and what’s funny is by…you’d have this month of this well, I’m not sure how it’s 
going to go, she’s not sure with a male teacher what it will be like and it would always 
turn out wonderful.  So then I’d hear at the end of the year, you know at the beginning of 
the year we weren’t sure, but it worked out so well.   
Men teachers’ experiences with the children they teach are dichotomous.  Men love their 
students and cherish the personal connections and long standing relationships they form.  They 
come to work each day with the kids in mind, and appreciate their “innocence” and 
“authenticity.”  Men speak of their children with fondness and caring.  At the same time, men 
teachers are under a cloud of scrutiny, based on parent perceptions and societal issues related to 
child mistreatment, that lead men teachers to take precaution when working with their students.  
These safeguards mean altering the way they would like to teach.  Men elementary teachers 
avoid or alter physical contact with their students and circumvent private meetings by keeping 
the door open, or inviting other students or colleagues, inhibiting their connections with their 
students. 
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Another key aspect of men elementary teachers’ experience, comes from recognition 
others expect them to be role models.  As reported earlier, this expectation gave men teachers an 
advantage in getting teaching jobs.  However, this facet of the study focused on how men 
experienced the expectation of being a role model after they are hired.  In addition, it unveils 
their perception of why there seems to be a high interest in men teachers filling this role. 
Role Models 
 According to participants, one reason they received a hiring advantage was due to the 
presumed need, from peers, parents, and themselves, that schools need men to provide students 
with role models.  The following section digs deeper into men teachers’ perspective of role 
modeling.  An important part of this experience for men teachers, is the perception that students 
need men teachers to fill a void caused by a missing or negative men.  Men teachers’ believed 
this void formed when men are missing and single mothers lead their households.  In addition, 
men realize the presence of a man in a child’s life may not be positive, therefore creating another 
reason for men to fill this role.  Beyond filling a perceived void, men felt another aspect of their 
modeling duties included broadening career aspirations for their students.  Lastly, men shared 
how they approach the responsibility of being a role model.  I report findings related to 
participant perceptions of role modeling in the following section. 
The Role Model Void  
The need for men to role model in schools typically originated from discussions about 
current family dynamics.  Prevailing thoughts shared by the participants supported the idea that 
now, more than in the past, women are raising their children without the influence of an adult 
man.  Paul described the void of men in the lives of children as the reason why men teachers 
need to take on role model responsibilities.  He guessed that when dads are not around for boys 
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or girls, “you not only play the role of teacher, but you play the role model or parent, and to be 
someone kids can look up to.” 
Charlie shared that principals and teacher teams placed boys, especially those without a 
dad, into his classroom to form a connection with a male role model.  “I think it was typically 
our male students that we kind of figured were ones that maybe need more of that male role 
model.  Yea, just a male in their lives.  They lived with mom or grandma.”  Charlie identified 
that he appreciated these assignments.   
For those students exactly, there are a lot of families where a lot of students are being 
raised by mothers and grandmothers and they don’t really have exposure to men in their 
lives and the exposure they do have is not necessarily positive 
 
The men also mentioned that families might include a man who contributes negatively to the 
family dynamic.  Furthermore, participants shared, even if a man is present and positive, 
additional role modeling by men teachers positively influences children.  Harvey summed up 
these ideas: 
The majority of which are moms, single moms and kids aren’t necessarily seeing that. 
 Unfortunately, their male role models may be absent, may be part-time, or not be 
particularly positive.  But even for those who have those positive male role models I 
think it’s important for them to see confirmation of that outside of their dad, you know?   
 
As Robin discussed the hiring process at his school, he reflected on a time when he was 
on an interview team and his team stated, “this is a real good male candidate.”  He shared that at 
his school they “talk a lot about the importance of getting more guys in elementary education due 
to the lack of strong male role models.”  His perception is that men role models are not only 
missing in education, but that they can make connections other cannot.   
I mean I think in education in general, but especially in elementary ed, you see a lot at the 
school I’m at, there are plenty of kids who either don’t have strong male role models in 
their lives or any male role models in their life.  So I just think as I’ve taught I’ve seen 
the relationships I’ve been able to build with kids and I’ve seen how they respond to me 
versus somebody else. 
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Harvey had similar thoughts about his ability to connect with children because of his 
gender.  He said, “I do think an advantage of being a male is that a lot of times I can reach boys 
better than a female teacher.  I mean we have some phenomenal female teachers that, and it 
depends on the kid, but I do think there is an automatic connection there.”  He supported this 
claim, “I’ve got a couple of boys whose parents say, thank you, he’s never connected with a 
teacher like this before … these are predominantly the boys who come from single parent homes 
with mom.  There are a lot of kids that I just don’t know if there’s enough positive male role 
models in their lives.” 
 Sometimes the perception that kids need men as role models could have a negative effect 
on the classroom teacher.  For instance, Cecil remembered his first few years of teaching when 
he was the only man teacher in the building.  During that time, administrators placed difficult 
students in his classroom because, according to Cecil, other staff felt their issues stemmed from 
their need of a man role model.  According to Cecil, staff went right down the list choosing 
troubled kid after troubled kid saying, “this kid needs a male role model, that kid needs a male 
role model.”  Cecil shared that these were tough kids, and although he believed they needed a 
man role model, their level of need was quite high, making it less than a positive experience for 
him or them, “it was awful.”  Cecil noted this does not happen anymore, partly because there are 
more men in his school to share these students.   
Broadening Career Aspirations for Children 
In addition to filling a void created by an absent or less than positive father figure, men 
teachers indicated role modeling could also open doors for children.  Men teachers believe that 
simply by being a man teacher, students, especially boy students, might consider pursuing a 
career as an elementary school teacher.  Without the presence of men teachers, students might 
165 
 
 
consider teaching a career fit for women and not for men.  Several of the men believed that being 
a role model allows children to see themselves in that setting in the future.   
Robin stated a masculine role model gives kids “somebody that they can look up to and 
say that’s a successful person.  I could see myself doing what they are doing … and for some of 
these guys (boy students) when they are at a young age, to see a male being successful is a really 
important thing because they can relate to being a male.”  Ted agreed, “I think it’s a good way to 
break kids out of a traditional mindset.”  Jim also thought that it “opens up possibilities for kids, 
they don’t have to be a farmer or a policeman, they can be whatever they want.”   
Don agreed serving in this role allowed students to consider following in his footsteps as 
a teacher.  He differed from the others in that he did not really see this as an act of role modeling.  
He sensed that “generally role modeling has intentionality to it” and that this is more a “matter of 
circumstance.”   
Being a Role Model 
 There was consensus that the expectation for men teachers to act as role models exists.  
Besides filling a void and broadening career aspirations for students, men teachers discussed how 
they tackled the responsibility of being a role model.  I examine the impact of this expectation on 
how men behave as role models in this section.   
None of the men felt burdened by the notion that there was an expectation of them to be a 
role model for their students.  In fact, several men spoke of this expectation with pride.  Bob said 
he felt “honored” to be in a position where he was responsible for role modeling for his students.  
He said, “there aren’t many jobs out there with the unique opportunity to be the person children 
look up to.”  Cecil also reflected with fondness, taking pride in the fact he could meet that need 
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for students.  He viewed being a role model as a “privilege, an honor, and a responsibility.”  
Cecil identified that being a male role model had meaning for him. 
Well I think a couple things, certainly there are those kids for whom there is no male in 
their life and then simply just to be there and care about them as a man.  I think is huge. 
 Secondly there are kids out there who have only negative male role models and for them 
to see or maybe they have male role models that are very extreme in the kind of model 
they are like, for instance maybe their dad is the ultimate macho, macho man and they are 
just taught, you know, or maybe they have two dads and that’s the experience they have 
of what men are and I think that hopefully to give any child an opportunity to have 
another positive man in their life..   
Jim also looked at the responsibility of being a male role model as an opportunity.    
I know kids need male role models.  So I think an advantage of being a man is I get to 
provide that and I’ve had parents tell me that they’re so glad that they can have a male 
role model let’s say besides the dad in their lives.You know that being a guy does have a 
special impact on these young children, and for the kids to see the males as a role model, 
to be able to think that, you know, when I grow up this is what men are supposed to be 
like, it doesn’t get any better than that.  
 
In addition to the excitement men shared about being a role model, they also indicated 
they felt comfortable behaving naturally in the role model role.  In other words, men did not feel 
they needed to put on an act in order to fulfill their role model obligations.  Cecil said that when 
fulfilling his responsibility to be a role model “I definitely feel like I can be myself.”  In addition 
to feeling comfortable behaving naturally, men indicated it would not work to put on an act.  
Gorman shared, “regardless of what students’ ideas of a man are, we have to be true to ourselves, 
kids see through us otherwise.”  Robin voiced similar sentiments. 
I’ve come to the conclusion that for me to be the best teacher I can be I need to be myself 
… I’m not particularly trying to teach anyone in a different way towards one student than 
the other …I have certain students in my head I’m thinking of right now and it’s often the 
ones who are struggling, who often don’t have a real strong male figure in their life that 
they can look at and say, Oh, yea, he’s successful. 
Charlie echoed these ideas as he told a story about getting his class roster.  Charlie indicated he 
knew his colleagues placed certain students in his classroom in order for him to offer them a 
male role model; however, this did not change his approach.   
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No, I mean I would just be the same teacher.  I wouldn’t try to be something that I 
wasn’t.  Just be that….I wouldn’t change really just to suit one student.  But I think just 
by being in the classroom and working through problems with that child your being kind 
of what they need in their lives. 
When Jim reflected on what it means to him to be a role model, his initial response was 
not about gender, rather about role modeling in ways any adult should.  “It’s an opportunity for 
kids to see how an adult can function in their lives in a responsible, respectful way and they get 
the chance to see me being the best person I can be.”  When asked if his response was about 
being a role model or a “male” role model he said both, pointing out the idea that seeing men in 
teaching opens up possibilities for his students.  Jim paused as he tried to unravel his thoughts 
stating he was not sure “he was clear on the male role model or role model in general.”  He went 
on to say, “kids need to see both adult females and adult males in role model situations, so I just 
try to be the best person that I can be.”  His final point summed up his feelings.  “I am who I am 
and I want it that way because I function best when I am who I am.”  Rollie shared similar 
sentiments, stating he did not need to act in any stereotypically or anti-stereotypically way 
because of the expectation he be a role model.  Rollie indicated it “never crosses my mind (to put 
on an act to strengthen or break down stereotypes), I think I am a role model of a good person.”  
Don’s connection with role modeling also focused on being a good role model, rather than 
supporting or denying any gender stereotypes that may exists.  His focus “not to model male 
behaviors or female behaviors, whatever a good role model is that’s the expectation.”  He 
elaborated by saying, “my model is who I am, which is male, but I’ve never felt pressure to that 
or something else.” 
Although Bob never indicated he needed to act in a way that was unnatural for him, he 
did have a goal in mind that he believed he could accomplish through his role model position.  
Bob looked to model behaviors that might not be typically associated with men.   
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It’s kind of an opportunity for me through the way that I manage the classroom and 
discipline methods that I use to manage the classroom and that’s an opportunity for me to 
model for children that males can be in that role too.    
Harvey also wanted his students to see him in a certain way, indicating there is a degree of 
intentionality in the manner he role models.  Like Bob, Harvey is also trying to eradicate some 
commonly accepted gender roles.  
I want them to see me emulate and especially in areas where we in society still struggle.  
Nurturing, that’s an area where traditionally has been left to women and I don’t think that 
should in any way, shape or form be a gender role.  So that’s something to try and model. 
 You know I can be a strong, confident male and I can be nurturing.  I think in terms of 
my treatment of others and especially in my treatment of women, I think that that’s a very 
important thing especially with a growing number of single parent households.  I think 
that’s the only way those things are going to change. 
 
In spite of his role modeling agenda, Harvey shared that achieving it does not require him to be 
something he is not. 
I'm comfortable with who I am.  It's not something I spend too much time thinking about 
(how I should role model), I'm going to be who I am and if that's not good enough, then 
hell, I'll go do something else.  
 
Larry also hoped to show his students through modeling that it is acceptable for him to display 
traits typically associated with women, such as showing “love, compassion, and weakness.”  
However, Larry never felt pressured to portray himself that way, but rather felt that as a man or a 
woman you need to “be the person you are.”  Charlie stated he “emphasizes things that may go 
against what students expect men to do” so that students’ “conceptions of men do this, women 
do that are blurred a little bit.”  Like other participants, Charlie said he does not have to “be 
someone he’s not” when he models these characteristics.  Don also reported that his role 
modeling brings intentionality to it, in order to break down stereotypes. 
So in the classroom kids are talking about a boy that has long hair, well boys can’t have 
long hair, well I’ve had long hair, well that’s different, well no it’s not.  Or  when I taught 
first grade a girl came up and asked me to braid her hair, sure I’ll braid your hair, but I 
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wanted to make a point of it, cause I was trying to show other kids in the class that it’s 
okay. 
Men elementary teachers were well aware of the perception they are to be role models for 
their students.  Participants believed they were needed to fill a void created by missing or less 
than positive men who are part of, or not, their students’ lives.  They believed they offer things to 
their students, parents of single family homes could not.  In addition, men teachers realized their 
presence broadenedcareer aspirations for their students, especially the boys.  Participants 
believed that when students saw men in teaching positions it exposed children to the possibility 
they too could teach.  Lastly, men willingly accepted their duty as role models.  In doing so, they 
stayed true to themselves.  They did not put on an act, rather they behaved naturally in order to 
do the best work they could, both for themselves and for their students.  Sometimes there was a 
degree of intentionality regarding their role model behavior.  In these cases, men tried to dispel 
stereotypes for their students.  However, men who did this reported their intentionality did not 
force them to act unnaturally.  
I now turn attention to how men experience companionship within the elementary school 
setting.  This section focuses on how men perceive companionship opportunities and how they 
make meaning of them.  Men shared that they viewed the time they spend with other men 
teachers differently, as compared to the time they spent with women teachers.  As reported, men 
did not easily define this difference. 
Men Companionship 
As men teachers made meaning of their experiences in the feminized elementary school 
setting, the discrepancy in numbers developed as dialogue turned to collegial relationships.  
Although men reported being happy in their work setting, discussion regarding the impact of 
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limited men companionship opportunities occurred.  Participants focused on the importance of 
connecting with other men.  I explore this idea in the following section. 
The Importance of Men Companionship 
Participants talked regularly about having a small number of men colleagues, and how 
they valued what little time and opportunity they did have to spend with other men teachers.  Jim 
shared that finding time to spend with other men was important to him.  He said he likes “to seek 
out the men when I have a chance because I can high five them.  I can say, how’s it going dude?  
You know, like regular stuff.  The women, they’re nice, I like them, but there’s a difference 
there.”  Jim followed up by stating he has plenty of men friends outside of work, which offers 
him what he needs, “but in the workplace if there’s guys around I do try to see them, and there’s 
not enough time to hang out with them but I would like to.” 
According to Jim, the gender dynamic within the elementary school setting does impact 
him.  In addition to taking time to seek out fellow men teachers, Jim also reported that working 
each day with a team of women teachers makes him feel the “need to be man,” which he 
summarized as follows:  
After working with women and kids a lot, I need to be a guy.  I need to go back to doing 
what I do as a man, and just to be a man, and not to be soft, and to be kind.  I want to like, 
you know I hang out with guy friends and they call me names, they insult me, they’re 
mean to me and I love it and I do the same to them and so I get my guy time, so yeah I 
spend a lot of my life with kids, being appropriate, being nice and respectful all the time 
and I’m really good at that, but there are times when I need to go to the other side and 
kind of get back to just like raw-guy, you know.  I guess, and that’s kind of what I’m 
guessing is what I meant to just be the man, so when I say “hey dude, what’s up?” that’s 
also just being a guy, you know shallow, kind of dumb, not very intelligent, you know 
Cecil also mentioned how important it was for him to have men colleagues to connect too.  He 
stated that he “always had guys I really respect as men that I’ve worked with,” yet he mentioned 
a neighboring school, where six men teachers worked, stating he was “envious” of that school.  
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Cecil said, “I think it would be hard to be the only guy.  I don’t think I would really enjoy that.”  
Cecil tried to explain why it would be difficult to work without other men in the building as 
follows: 
I don’t know.  I don’t know how to put in words, I just think there’s certain things that 
you…even my principal who is great, there’s been a couple of times where I know he’s 
said things to Randy (pseudonym) and I when we’re in talking about something, he’s 
saying them that way because he can, because we’re guys, you see?  Any maybe it’s not 
professional of him, but he’s a great principal and I think for the most part he does a 
super job.  But I just think, and I don’t know, I think it’s just a little different. 
The importance of having other men to connect with did not stop there, in fact, Cecil shared he 
might consider a different profession if he did not have a few men to work with.   
I think it would be hard for me (not having a couple men to work with).  If my teaching 
partner gets a principal job, the timing might be right for me too to consider, …., I have a 
lot of doors that are out there and open and it might be time to walk through one of those 
in a different way. 
Don also expressed the importance of being able to connect with other men.  He said, “I spend 
80% of my waking hours at work and I like having somebody that you connect with and there’s 
just certain ways that you can connect with a guy that you can’t connect with a girl.” 
Rollie was the only participant without men colleagues in his building.  He formerly 
worked in a building with other men teachers and as he reflected on that experience he shared, 
“sometimes I miss the male companionship from my old school.  You know when you’re the 
only guy, you know even if there was one more guy to go and talk to that would be kind of nice.”  
Jerry was quite different from Rollie, as he worked with six other men teachers.  Although he 
indicated he did not feel his school was lacking in men, he belied he would feel a void if he 
worked with only two other men teachers.  Jerry said, “I would definitely miss the male 
companionship if there were only two males in the building.”  Charlie, who had recently lost a 
man teaching partner to another grade level spoke of how much he missed his colleague. 
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On my team last year were two guys, two women, then we went down to three, one of the 
guys got bumped and he’s in fifth grade, so now it’s three women and me on this team.  I 
miss him.  I miss having him right in that room right there.  He’s a great guy, but I miss; 
now he’s not on that side of the school. 
 
For some men, having another man to talk to about issues that most would consider being 
stereotypically masculine, seemed to explain their need for companionship with men.  Jerry, who 
shared that a new man teacher was joining their school the following fall and that the new 
teacher was really looking forward to the transfer.  
In talking with Russell (pseudonym) who is coming here from a school where there was 
one other guy, and it’s a smaller school, but he said he’s looking forward to having 
someone that he can talk to after school, because we do look at things differently 
Robin seemed to follow a similar line of thinking regarding having someone to talk to and being 
able to have his perspective verified by another man.  Robin looked back with fondness on the 
opportunity he had to have another man teacher on his team, a situation that would be changing 
the following year. 
It was really nice for me to every once in a while go into his room and be like ‘okay, is 
this ridiculous or what because this was the response I got from so and so’ which almost 
always was a female.  And so it was nice for me to have a person to be able to go and talk 
to about that stuff and get ‘hey, am I overreacting to this, am I not?  What do you think 
about this?’ and then even just something as little as ‘hey, did you see the Vikings game 
yesterday?’   
Ted shared that his building was gaining two new men teachers the following year and thought it 
would be a “good thing” for his building.  Ted shared that he was looking forward to having 
conversations with someone he lined up with philosophically.  He also seemed to indicate having 
a man teacher in close proximity to him would be a welcome change. 
Both of them are coming from another building in the district and one of them I know 
and I like and I think we’re kind of philosophically lined up, so I look forward to having 
another, you know, male I can have conversations with and his classroom will be right 
across the hall from mine so the other two males in my building for the past five years are 
in a different wing, so I’ll go through a day or even a week without seeing them, but now 
I’ll have two right across the hall from me. 
173 
 
 
 
Gorman shared that gender really was not an issue for him.  He stated, “I usually see all 
of my co-workers as co-workers and have really gotten away from male/female, honestly, it 
doesn’t matter very much.”  Gorman also shared a story about a time when there were few men 
on his teaching team and his school hired a man teacher to fill an opening.  Gorman remembered 
walking up to the new man teacher and saying: 
I’m so glad to have another guy on the staff, just somebody to talk about baseball with 
and you know some of those things and it had been awhile since we got a new guy on the 
staff (10 years).  I guess it’s kind of like that.  I know that we’ve talked about we’re glad 
that we got some guys to go to on this staff. 
Gorman seemed to contradict his initial comment about co-workers being co-workers.  “It is 
more comfortable in a professional setting to have some guys around; as long as you got a few 
guys on staff it’s just fine.”   
Harvey, like Rollie had been the only man teacher in a school before, but now was 
working in a building where he taught with several other men.  He reflected on how he and his 
men companions relished their opportunity to be the men in his building.  Harvey said, “We love 
being men in the elementary school.  We have our own nickname and we’ve kind of become the 
social committee.”  Harvey explained the development of this when he said:  
With the men there’s sort of a built in sense of camaraderie by virtue of sort of being in 
that minority in sort of being in a place…I sort of…not that it’s anything alike, but as a 
metaphor I suppose it’s in some respects like veterans.  They’ve been through an 
experience that not everybody sort of understands and gets and again I’m not comparing 
the two because they are very different but I think there’s a certain sense of that 
camaraderie as in they get it.  They understand that things are a little different when 
you’re a guy in the elementary.  So I think there’s sort of a bond that comes with that.   
This study strongly supports the importance of companionship between men teachers.  Men seek 
out other men whenever they can, and relish the time they get to spend with other men.  They 
viewed their time with other men as “different” than time spent with women teachers and could 
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not explain this difference any further.  Men also reported envy of others who worked in school 
settings where higher proportions of men teachers existed.  In one instance, a participant 
indicated he might consider a career change if one of his men colleagues left his school. 
More Guys Wanted 
Within discussions of companionship, conversation turned to increasing the number of 
men in the workplace.  Almost all men shared that having more men elementary teachers would 
have a positive impact on their experience.  In fact Paul stated that “the things that I least enjoy is 
the fact that there aren’t more male colleagues.  I wish there were.”  Paul shared that if he were 
part of a team with all men he “would have had a blast.”  He followed up by saying, “I think, if I 
could have a team of all males, there’s nothing wrong with a female, I think that would make my 
profession for me more exciting.  Absolutely, hands down.”   
These conversations were different from discussions that occurred when engaged in 
discourse on advantages men experience in hiring.  Rather than discussing how more men would 
support students as role models, create balance in the workplace, or eradicate gender stereotypes, 
men teachers focused on how having more men would have an impact on their perception of 
work, both as individual workers, and also as members of a work group.  Specifically, men 
shared that their work would be different if more men teachers were present in their schools.  
Pete said, “I’m just saying that I think that when there’s more males in the school that it does 
bring something to the school.”  Men did not suggest more men would make for a better 
instructional setting, a concept Jim supported when he stated that men and women can “teach 
equally as well.”   
Participants adopted views commonly associated with sex role stereotypes; including the 
notion women have an emotional persona that needs balance from a man’s rationality.  Another 
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bias participants reported, that I analyzed in the next chapter, is that schools need men, not 
women, to act as role models.  Additionally men reported that women could not handle direct 
conversations that come naturally for men.  One difference shared by men teachers focused on 
the idea that work production would flow much more easily if additional men were present.  Men 
also indicated that the school climate may improve because of less gossip and rumors, which 
according to participants, would decrease by increasing the number of men teachers in a 
building.  In the following section, I report findings related to these sexual stereotypes.  These 
concepts receive analysis in the next chapter. 
Improved workflow.  Many of the participants either implied, or directly stated, that 
more men in the school would allow the school to function better.  Charlie reported that he has 
“seen the system really bogged down by, those, those histories between female teachers.”  
Harvey added, “Our school has a tendency to sometimes struggle to let go of things and move 
on, you know.”  Better functioning, as reported by the participants, would be seen in a more 
efficient and harmonious workplace.  According to men in this study, these differences would 
occur because men teachers approach typical workplace issues differently than women teachers.  
The following section examines participants’ perceptions regarding how men and women 
teachers approach workplace matters.  
Gendered approach to handling workplace issues.  As Don reflected on his experiences 
working in a former district, he indicated his principal placed him in leadership positions more 
often than he did with his women colleagues.  As we examined this experience, Don surmised 
that this happened because his approach was different from the approach of his women 
colleagues.  This experience led Don to believe that having more men teachers may have 
eliminated some issues stemming from women teachers’ approach to dealing with issues.   
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I’m fairly calm, logical, I don’t get necessarily caught up with my emotions.  I was at one 
school in a former district where I think if there would have a few more males that would 
have been a few less problems, because there was so many teachers talking about other 
teachers and getting emotionally upset to the point of crying or yelling. 
Larry also commented on how he thought men teachers can help to counteract how 
women teachers approach workplace situations.  Larry recounted a conversation he had with a 
woman colleague who shared how she “loved working with them (her women teaching team) but 
the emotions of how we worked together wasn’t very good.  I mean, there wasn’t someone who 
was more grounded so to say when it came to things.”  He also recalled that a woman teacher 
asked one of his women colleagues what it is like to work with him.  She responded, “well, he 
doesn’t get over emotional about stuff.  It’s just kind of okay, let’s deal with it, here’s the 
problem, okay your upset about it, let’s move on.”  According to Larry, he believes “she was 
very much referring to what her old team looked like in previous years versus what the team 
looks like now.”  Ted had a similar experience.  One of his women colleagues told him 
numerous times he has “bridged the gap between her and some other female co-workers she has 
had run-ins with in the past and I think this new guy will do the same thing.” 
 Cecil also reported his women colleagues believed increasing the number of men in the 
building would help them deal with issues more effectively and efficiently.  Cecil recounted an 
experience with his mentor teacher, who was a woman, in which she told him how happy she 
was to work with a man.  Her excitement stemmed from the fact women “are so petty and they 
hold grudges forever and you boys just address it and move on.”  Cecil went on to add he has 
heard similar sentiments from several women who said, “I’m so glad you guys are here, you just 
lay it out on the table, we discuss it, we deal with it, and it’s done.”  Robin also reported his 
women friends have confirmed his feelings that women teachers are less direct with their 
communication and struggle to move past issues.  He said, “I’ve had some confirmation on this 
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when I’ve talked to some females friends who I know are open about this that women tend to 
kind of hold on to things and have a harder time letting them go, gossip, that is not me.”  
Conversely, Robin believes, “guys, at least the guys I interact with tend to let that stuff go like 
maybe we’ll never be best friends but we’re not going to hold on to it and have it affect us down 
the line.” 
 Robin went on to tell a story from the past year, when he had a direct conversation from a 
teacher who had to take kids out of his classroom.  In discussing this issue with her, he shared 
both his understanding of the need to pull his students out of his room while also sharing his 
displeasure.  He said, “I told her, I don’t like it, but if it’s best for the kids then do it.”  Robin 
thought that approach was fine, but found out later that was not the case.   
Apparently, that staff person thought I was mad at them all year last year.  And again, 
you find this all out through the gossip which I’ve just noticed females tend to gossip 
more than males.  And that drives me nuts cause that’s not how I operate.  I don’t enjoy 
that. 
Paul also hypothesized that increasing the number of men teachers would decrease 
problems because of the manner in which men handle disagreements, stating that men have a 
way of getting issues on the table without it derailing forward momentum.  
I think males if they have an issue, they’re going to get it out.  Here it is, here’s the issue I 
have with you, let’s have it out.  But I think females generally will hold it in and then 
eventually it will come out and it might be something that was two or three months ago, 
and you’re like wait a minute, that was two or three months ago, I mean you should have 
brought it out at that point.  I think males can have a strong discussion, but move on from 
that.  Like you can high-five each other after and be like you know what, that was a great 
discussion.  I think in having a strong conversation with a female, you get a little leery as 
a male because you don’t want to say anything that…you’re not trying to offend 
somebody. 
Jerry shared similar sentiments as Paul; he stated, “men deal with issues much more directly than 
women.”  According to Jerry, this direct approach helps teams get thought issues faster and 
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therefore helps keep the school moving in the right direction.  He added, that staff meetings at 
other schools, where there were less men, “can just drag on and on but with as many guys as we 
have in our building, and we have a meeting, it’s like okay, are there any questions, alright have 
a good day.”  Jerry also thought that the carryover of issues would clear up much more quickly 
with more men present.  “I think it’s a little bit easier to have that argument with another guy 
because we’re not going to, next week we’re not still going to be hashing it out.”   
Rollie addressed the idea of keeping school processes moving, and like Jerry did so 
specifically in regard to the staff meeting setting.  He shared that women teachers often bog 
down staff meetings trying to find consensus, a process that would not be necessary if more men 
were present.  Rollie shared that “staff meetings are a nightmare.  They go on forever and they’re 
(women teachers) always trying to get consensus and want everybody to feel good.  I think that’s 
just asinine.  Make the best decision, not everybody’s going to like it.”  Jim agreed, stating 
“women like to hash things out a little more” while “guys are more direct and get right down to 
the issue and move forward without worrying about feelings.” 
A common sentiment shared by most participants was that turning the tables and having 
all men teachers would not be good for the school either.  Robin summarized this point as 
follows: 
It probably wouldn’t be great if you had all guys and hardly any women, so it’s not like 
an indictment on women, um, but being that we’re, it’s so heavy on the female side, I 
think that side can unfortunately drown a school at times. Our staff meetings can be 
brutal cause we can’t get past little issues  
Cecil agreed having all men would not be a good thing.  “I don’t think it would be good if 
schools were just filled with men, because there’d be another whole lopsided negative 
approach.”  Harvey took this concept further when he called for a balance of genders.  “I think 
179 
 
 
it’s good to have a balance.  Men are doers, you know, for good or bad, there are times where 
that gets us into trouble.” 
Minimizing cattiness and gossip.  In addition to improving workflow, men teachers also 
believed that more men in the elementary school would help to minimize cattiness or gossip in 
the school.  As Bob said, “I see more gossip going on between females than I do among men.”  
Jim added, “women can be very sharp with each other, I haven’t seen this from men, women can 
be a little more, not catty, just a … I’m not sure what I’m trying to say.”  Rollie had similar 
thoughts, when describing his experience working in a feminine setting he said “the things they 
(women teachers) can say about other teachers that I would never dream of saying.”  In this 
section, I examine men teachers’ perspective regarding gossip and cattiness in the elementary 
setting as it relates to having more men elementary teachers. 
When discussing the idea of adding more men to the building, which is the case for Ted’s 
building next year, he thought it would have a positive impact on minimizing the amount of 
rumors and adult drama in the building.  Ted shared that the addition of one man teacher next 
year would have a positive impact on the school environment. 
It would be better.  And we’re talking about just one specific thing which is adult 
drama/rumors, if you want to use one word.  You know, there’s other things men bring to 
the table other than not gossiping that aren’t necessarily positive or better than what a 
women might provide, but that specific aspect of a personal environment, rumors, it 
would be better.  It will be better next year.  I’m sure of it. 
 
Robin also thought the personal environment of the school would improve if more men taught in 
his building.  
I think, the relationships could be that much better with staff, and if you have better 
relationships with staff, that’s going to show though to the kids, cause the kids can see 
that, and that’s probably what bugs me the most.  That cattiness shows to the kids, they 
can figure that out.   
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Harvey had experiences working in a building where he was the only man teacher and 
then transferring to another building when we was one of several man teachers.  Harvey shared 
how different each school was from each other, and that he did not enjoy his time at the school 
where he was the only man teacher as much as he did his time in the building where he worked 
with other men.  He remembered, “the dynamic of the two schools was very different” which he 
attributed to the different gender dynamics of the school.  Harvey continued by describing 
Glenview (the school where he was the only man) as “a very catty place to be.”  He shared that 
there was “a lot of gossip, a lot of not letting things go and moving on” that would be remedied 
by “having a mix (of genders).”  Harvey added that he “definitely felt a little out of place over 
there because I was literally the only male in the building other than the custodian.”  He shared 
the following regarding his experience of being the only man teacher in the school: 
I was friendly but more or less kept to myself.  I tried early on making connections in the 
staffroom and it was just gossiping.  It wasn’t anything that interested me, so I ended up 
doing working lunches over there and had I been a classroom teacher over there it might 
have been a little different because I’m here all the time and co-exist, but in the position, 
I sort of took the path of least resistance. 
 Cecil shared that the gender dynamic at his building changed very quickly shortly after he 
was hired.  He reported, “when I started teaching there were 21 elementary teachers in a 4th-6th 
grade building.  There were no men.  The year I was hired, four people were hired, myself, 
another guy, and two women.  Two years after that, the building had 11 men and 10 women, 
extremely unique for an elementary.”  Cecil presumed the change in the gender dynamic 
occurred “to counteract some of the issues that came from the uneven gender dynamics” 
previously experienced in that building.  Cecil reflected further and in doing so, rationalized 
what he considered “negative” behavior by his women colleagues. 
I think the gals actually talk, our perspective is it’s gossip and bitching, but I think in 
their defense, I think that what’s really happening in some cases, and it might feel way 
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too negative, more negative than it needs to be, but it’s coming from a fundamental need 
to process, and it’s done in a different way than we do.  
 
 Men teachers believed how they handle workplace situations differed from that of their 
women colleagues.  These differences, according to participants, created challenges that more 
men teachers could minimize.  Increasing the number of men teachers reportedly promoted a 
balanced approach to dealing with issues, which led to a more efficient and harmonious 
workplace.   
  Struggling To Fit In  
Due to the underrepresentation of men in the elementary setting, conversations regarding 
how men express and make meaning of their experiences working in an elementary school led to 
discussion of men teachers’ comfort level at work.  Interestingly, most men initially shared they 
were comfortable at work, stating that they “never really thought that much about gender” (Jim).  
Robin also shared that he was “not really” ever uncomfortable at work; according to him, he 
“really, really likes what I do.”  However as conversation ensued, and men talked about things 
such as avoiding lunch in the lounge, or their desire to have more men teacher colleagues, issues 
regarding how men fit in developed.  In a contradictory fashion, men’s feelings regarding 
difficulty associated with finding their place in the elementary setting became clear.  In the 
following section, I explored the reasons men struggled to fit into the elementary school setting.  
These primary reasons men struggle to fit in stems from their underrepresentation.  A byproduct 
of underrepresentation, which led to further issues fitting in, originated from their involvement in 
feminine conversations that created discomfort for men teachers.  I also examined how men 
respond to their struggles of fitting in.  
 
 
182 
 
 
Underrepresentation 
Underrepresentation at work is the overriding cause that leads men to feel like they do 
not fit in at the elementary level.  However, completely ridding the school of gender 
representation issues seems unnecessary when considering issues of fit for men.  Participants 
suggested that a greater representation of men in the elementary school work setting, not equal 
representation, would lead to less concern regarding issues of fit.  
For instance, Gorman initially commented that gender is not an issue he gives 
consideration to, saying “it doesn’t matter if my cohorts are male or female.”  However, later in 
the interview Gorman stated, “it is more comfortable in a professional setting to have some guys 
around, as long as you got a few guys on staff it’s just fine.”  Harvey shared that in his 
experience working in a building where he was the only man teacher, he “definitely felt out of 
place.”  However, once he moved to a building where there were several men teachers, even 
though women teachers greatly outnumbered men teachers, his feelings changed.  In his new 
work environment, Harvey said he no longer felt “uncomfortable at all.”   
Rollie also had the different experiences of being the only man in the elementary setting, 
and being one of several men in a school.  Rollie shared that some of the difficulties he deals 
with, such as being part of lounge conversations that focus on feminine topics that he is 
“surprised they don’t avoid with men around,” was easier to avoid at the school with more men.  
Cecil also reported an increased comfort, due to a few men being on staff.  He shared that he 
would consider leaving the profession if he did not have a least a couple of guys with whom to 
work, stating “it might be time for a change.”  
Excluding conversations.  Certain conversations also challenge men teachers’ ability to 
feel they fit in.  These conversations, which often include topics that are stereotypically 
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feminine, seem to sprout due to the overrepresentation of women in the school.  For instance, 
Rollie mentioned that he feels like he does not fit in, when “sometimes they’re (women teachers) 
talking about female issues I don’t necessarily want to hear about.”  According to Rollie, these 
issues could be “physical female things” that “they don’t hold back on.”  Rollie reported that he 
usually says nothing when he is involved in these kinds of conversations, but said sometimes he 
does speak up. 
There’s been a couple times where I’ve said things like after a while it’s like, “are you 
kidding me”, so then I’ll finally say something like “so, how do you think the Vikings are 
going to do this weekend?” and then they’ll kind of stop and look at me and kind of laugh 
and they realize that maybe I’m kind of uncomfortable, and then they’ll usually….not 
always though, they just keep going. 
Don called his inability to connect with his women colleagues an “emotional disadvantage,” and 
like Rollie, indicated that some conversations he is a part of, make it difficult for him.  He said, 
“female teachers don’t hesitate to talk about female issues in mixed company,” but would 
occasionally apologize for doing so, only to continue their discussion.   
In the three or four schools I’ve been in, I’ve been a minority.  I haven’t had many male 
teachers to connect with.  I’m getting along fabulously with my female co-workers, but 
when you are sitting in a teacher’s lounge and the conversations revolve around birth, 
menopause, menstrual cycles, and people’s weddings they are planning…I mean it’s just 
kind of hard to connect on those things. 
 
Although Don said he was comfortable hearing these things, he believed these topics make it 
hard for him to fit in with those having the conversations, which left him feeling isolated. 
So those conversations don’t necessary make me feel uncomfortable, but I couldn’t 
engage in them, you know.  It’s not like I could talk about the birthing process or what 
it’s like to carry a child so it felt kind of isolating at times. 
Robin also felt conversations of this nature excluded him.  He said, “I don’t fit into that 
conversation, I don’t want to talk about that.”  Larry had similar lounge experiences, saying 
lounge talk includes topics of “menstrual periods, having babies, breast-feeding, bra sizes, 
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whatever…those things…they come up.”  He shared that early in his career these topics made 
him feel uncomfortable but that they do not any more. 
 Sometimes these conversations turn into negative talk situations from certain groups that 
Charlie believes he avoids because he is a man.  As he described, this negative talk can be 
detrimental to building climates.   
If anything I feel like I’m…in work settings like that sometimes relationships can get to 
become “clicky” and not positive and I feel like I’ve been able to distance myself from 
them and I’ve seen them at all three schools that I’ve been in where groups of teachers 
that are friends with each other maybe and often times talk negatively about other 
teachers and just really things that are corrosive to that climate that we want to build and 
not clearly good models for whatever our students have or need.  So if anything it’s been 
a positive for me to kind of be outside of those. 
Charlie attempted to soften his comments by mentioning it was difficult to articulate his point 
without sounding “misogynistic,” and added that he was not saying this was attributable to 
gender but that he has seen it in all of his work experience, and that he has “tended to work with 
mostly women.” 
 Cecil also mentioned negative approaches to conversations that in his opinion stem from 
the feminine environment of the elementary school. 
Then there’s the other kind, people just being selfish or bullying or passive-aggressive or 
just downright acting twelve when they are not, and those are the things that drive me 
nuts.  I think that….I don’t know how much you gave to this in your dissertation, but I do 
think the culture of how women deal with conflict, is different than how men do and I 
think that in a predominantly female environment that can add challenges. 
Like Charlie, Cecil felt the need to support his comment by adding, “I’ve had women mention 
that more to me over the years more than men.” 
According to men teachers, they struggled to fit in at work because women outnumbered 
them greatly, which consequently led to being involved in conversations men had a hard time 
connecting with.  These circumstances had an impact on men teachers as they experienced their 
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work in the elementary school setting.  The next section reports how men respond to these 
struggles.  
How Men Teachers Respond to the Struggles of Fitting In 
One way men address the issue of struggling to fit in is by adjusting their behavior when 
they are around women colleagues.  As indicated by their reactions to the underrepresentation 
they face and the uncomfortable conversations they experience, men struggle to behave as they 
would if they were around other men.  Cecil agreed that he acts differently because he is a man 
elementary teacher that works with many more women than men.  “I think that again when I’m 
with a bunch of guys that teach I act differently than when I’m with a bunch of women that 
teach.”  Paul described how being part of a group of women teachers changes him.  He said, “I 
mean I don’t act like a female, but I try to think from a female’s perspective.”  Harvey shared 
that there are “definitely” times when men struggle to be themselves in the elementary school 
setting, especially when “working with women.”   
One adjustment men made when working with women is in their approach to 
conversations.  Often men chose to say less, or say things in a less direct manner.  Men also 
seemed to engage in techniques meant to avoid situations that exacerbated feelings of 
discomfort.  Specifically, men may not have spent time in the lounge or other areas that exposed 
them to topics they could connect with.  Furthermore, if men did put themselves in those areas, 
they may have altered their behavior.  Lastly, I report whether or not men believed these 
struggles caused them to act differently than they would in settings where they were the gender 
majority. 
A careful approach to communication.  Men teachers’ inability to fit in led to a change 
in approach regarding how they communicated with women teachers.  This manifested in several 
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ways for different participants, however in each instance, men commented on not saying what 
they wanted to say, or having to be very careful in how they say it.  Additionally, men teachers 
indicated they would avoid discussing topics women teachers talk about.   
Paul reported, “early on in my career, I think I held back more and that’s not the type of 
person I am.  I’m a go-getter, but I think I kind of held back because my team was all women.”  
Paul also stated he was direct with his men colleagues but not with his women colleagues.  He 
also shared he is very careful to consider what he might say to a woman teacher. 
I mean, I think with a male I could have been honest and boom, it doesn’t mean, you 
might not still be upset with somebody, but I think you’re more apt to say “hey, you 
know what dude, I’m still upset with that comment you made, you know but I still love 
you, we’re still partners.”  But with a female you have to, when you bring something hard 
like that, and they disagree strongly, then it makes you watch your words I think a lot 
more 
Harvey agreed, stating that he was “quieter” and “didn’t offer as many things as I would have 
otherwise (with more men),” when he worked in another setting where he was one of a few men 
teachers.  
I tend to be pretty straight forward and fairly blunt and there are definitely times where 
I’d rather go straight at it and I have to kind of come around at it as to not offend and 
with students as well as with staff.  So yeah there defiantly are times where I feel 
especially at an elementary where I feel like I have to circumvent a little more than to just 
go directly at something. 
Jim also shared that “being direct with women teachers haven’t gone well.”  He said the 
approach “backfired” and still “impacts our relationships years later” thus he is less direct when 
working with women.  Looking back on that experience, Jim said, “I should have thought about 
that before I said it.  Thinking that you could just walk into it and say what was on your mind, 
and that would be okay, and it wasn’t, for whatever reason.”  Robin indicated he has considered 
this difference in communication, as he reported that he tailors his approach to his clientele. 
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I definitely go into conversations differently with women than with guys.  I rarely am 
worried about how the guy is going to react if I am going to say something.  I might be 
worried about the conversation in and of itself, but not how the, what the reaction is 
going to be, but I’ve gotten burned a couple times when I’ve said something the wrong 
and was like, wow, they took it that way? 
 
 Jerry, who also reported he likes to be direct in his approach, alters his style when 
communicating with women teachers.  He indicated that when he has a “disagreement with a 
female colleague…your whole tone of voice and everything has to be completely different.” 
In some instances, men teachers not only were less direct in conversations, they avoided 
them all together.  Cecil shared the following example: 
I’d say like with my old teaching partner, I could say like “[Willie] you’re driving me 
crazy.  What the hell is bothering you right now?  I need some space.  Come back 
tomorrow, I don’t want to talk about this right now” or “you’re driving me crazy Cecil 
and this is why,” “Alright thanks for letting me know.”  Boom, done, over.  Whereas the 
gal I’m working with now I’d go over to Willie and say “Do you think something is up 
with [Vida], she seems to be giving me sort of the cold shoulder the last three days.  I feel 
like I’m sort of walking on egg shells around her” and he’d say “I don’t know I kind of 
sensed it too”. 
Cecil added he was uncomfortable asking Vida what was wrong but was not sure why.  “I don’t 
know, cause it’s different, it’s easier to be more direct with guys.”  
 Don also mentioned he is careful when talking with women teachers, however his 
caution related to the topic of conversation rather than the approach.  “There are things I would 
say with a group of guys that I won’t say working with mainly women.”  According to men 
teachers, women are free to discuss various topics related to gender issues, but men cannot.  Don 
shared there is a “double standard” with regard to how women act in the elementary setting and 
how men can act in that setting.  He indicated that women can talk about their “menstrual cycles” 
but men “can’t talk about some of the biological issues they deal with without being reported 
on.”  Therefore, Don carefully analyzes what conversations he engages in and which ones he 
avoids.  Larry, who also experienced lounge talk about feminine topics such as bra size and 
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breast-feeding, said he too believes it “is kind of a double standard” and that there was “no way I 
would engage in discussion about manhood the way women do about womanhood.” 
Charlie also spoke of the double standard and that he steers clear of those conversations.  “The 
double standard, of course it exists, if the roles were reversed people would get in trouble for 
that, big trouble.”  Cecil also discussed how excluding conversations impacted him. 
I think there’s a double standard there.  I mean I think that, yeah, I think that, you know, I 
really agree with some of these comments here.  I think that there’s things that the gals 
will feel very comfortable talking about in front of us, and doesn’t really ever bother me. 
 The only thing that bothers me is that I know that the parallel conversation would be 
viewed as offensive. 
  
 In addition to carefully considering their approach to conversations, men also responded 
to fitting in issues in other ways.  One technique men used was to avoid compromising settings.  
Men reported avoiding the staff lounge and declined joining certain teaching teams comprised of 
women. 
Avoiding compromising situations.  As men discussed how they fit into the workplace, 
they shared that their trouble fitting in led them into adjusting their routines to avoid certain 
settings where fitting in became difficult.  Harvey shared a story of when he was new to a job 
where he was the only man teacher in the building.  He reported that eating lunch in the lounge 
seemed like a prime opportunity to connect with his new colleagues; however, his initial 
attempts to make connections ended rather abruptly due to the gossipy nature of lounge 
conversations.  As a result, Harvey said he “just wasn’t doing it anymore” and began to eat in his 
office to avoid the lounge.  He did so under the guise of needing to do a “working lunch.”  Pete 
responded like Harvey but did so more covertly, stating with a wry smile “I eat in my classroom, 
so I can get caught up on work.”   
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Charlie had a lunch experience just like Harvey.  After spending much of his first year 
eating in the staff lounge, he “did that less and less.”  Charlie expanded by sharing the following: 
Some of the other conversations there were about other teachers and stuff I didn’t really, I 
didn’t think were appropriate at all.  There wasn’t anything I wanted to add and hearing it 
wasn’t helping me be a better teacher, so I don’t eat in the lounge any more. 
 
Charlie reported that he still went to the lounge each day to heat his lunch and he was always the 
only man in the room “so I heat my food up and I leave.  Typically I’ll stand there and wait, you 
know, minute twenty, stir, minute twenty, without saying a thing.”  
Avoiding the staff lounge is something Rollie also did, however he shared working in a 
small school where he is the only guy is a disadvantage in this regard.  He said that he avoided 
lunch in the lounge because of the “catty way they are talking about things, which drives me 
crazy.  I mean it happened this year, where I just couldn’t take the conversation, it was so 
negative, and it’s just always bitch, bitch, bitch and everything about the district.”  However, he 
added that if he is not in the lounge for lunch, “they come find me, so I usually just go.”  Rollie 
elaborated on how he behaves when he does eat in the lounge. 
Usually I keep my mouth shut.  Duck and cover.  I usually keep my mouth shut because I 
thought if I open my mouth very rarely, but if I do open my mouth it’s usually because 
I’m pissed off about the whole thing.  
Cecil also avoided the staff lounge; instead, there was a time he chose to each lunch in the boiler 
room with the two men custodians.  He explained his choice to do so below. 
I ate lunch in the boiler room with the two custodians most days, um, and really enjoyed 
that.  You know, didn’t really think about it at the time, other than that I just enjoyed 
doing that, we’d talk about sports or whatever.  Um, fortunately, and there were 
wonderful women in the building that I, some that I am still good friends and in contact 
with, but there was also a collective negative attitude of, that, the bitching or the gossip 
that I really struggle with. 
Besides avoiding the lounge, Cecil also shared that he has eluded teaching assignments 
that would place him in the same grade level as certain women teachers.  Instead, he has stayed 
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in grade levels where there are other men teachers, as means of avoiding trouble fitting in.  Cecil 
said, “there’s less to worry about around a group of guys” and described the scenario he has been 
avoiding as follows: 
They teach kids at the same grade level and have competitive programs and tend to be 
extremely passive-aggressive in how they deal with it and I would never want to even 
teach in that hallway.  It would be like walking on eggshells all the time. 
 In order to avoid the struggles of fitting in, some men chose to steer clear from settings 
that may cause discomfort.  As discussed above, the lounge is one of these settings.  Sometimes 
men chose to have their lunch elsewhere, other times, they just kept to themselves.  The final 
section of the findings unveils whether men feel the challenges to fitting in caused them to act 
unnaturally.  
 Staying true to themselves.  Occasionally men indicated they could not be themselves, 
and in other instances, they reported being themselves was not only important for them to do, it 
took little effort.  Some men shared they made conscious decisions to act in a way that would 
allow them to be successful as elementary school teachers.  At other times, men reported being 
themselves was a condition of their success.  I explore this contradiction in the final section of 
the findings.   
As Don summarized his thoughts regarding what it was like to be man elementary school 
teacher, he took the opportunity to discuss that he feels the need to put on an act in order to “fit 
into this setting” and to “be successful at the elementary level.”  He also said, “I do consciously 
change what I talk about and I consciously play to the feminine side of things when I interact 
with female teachers.”  Paul shared that working mostly with women changed his identity.  He 
said “being who I truly was, I think I was hiding, and I think it was just because the lack of being 
able to bring that male aspect out, like when I talk to other males.”   
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 Jim considered the role he played as a man elementary teacher and the energy it took for 
him to be in that position.    
And it does take me energy and effort to be that nurturing, caring, loving individual 
sometimes.  And sometimes I just want to go back to being a man, and I feel like you 
know…and I do have to like, you know, go there and do that job. 
Jim explained that after putting in this kind of effort each day to attempt to fit in he needs to be a 
guy.  “I need to go back to doing what I do as a man, and just to be a man.” 
 Conversely, some men shared that staying true to themselves was not much of challenge.  
Robin shared that “I am who I am” and staying true to himself “isn’t really that hard.”  Jim 
remarked that he does not have to put on an act to be successful as an elementary school teacher, 
even though earlier he shared how it took “energy and effort” to do so.  In a contradictory 
fashion, Jim stated, “I don’t feel any pressure at all to portray myself by any other measure than 
who I am, besides portray myself as professional and as a teacher.”  Pete agreed, saying, “no, not 
at all, I don’t feel pushed to be something I’m not.”  Rollie also stated he stays true to himself, “I 
just think I’m myself.  I mean I just think it’s who I am and how I teach is just the way it is.  I 
don’t act any differently; I just can’t see doing that.”  Bob also believed he can be himself but 
added a caveat to his message.  Bob said,  
there’s an intentionality to how I act as a teacher, but that’s because I think that’s the 
right way to act as a teacher, not because I’m a man and definitely not because I feel 
external pressure to do so. 
 
Harvey shared that being himself is easier now than it was earlier in his career.  He attributes this 
to what he believes are changing societal norms, maybe due to time and maybe due to place, 
regarding men teachers. 
I think that piece is getting easier, because I think society’s views of what it is to be a 
man is shifting a little bit.  I used to, to me the early, and some of it’s, cause I’m not sure 
how much of it is time, and how much of it is place, because like I said I spent the first 
eight years of my career in Southern California, which might as well be a different planet 
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than here.  Um, but, here we’re a lot more, there was a lot more emphasis placed on 
gender, I think, and on  gender roles, I felt, in that first decade of my career versus now. 
 Now I don’t feel like I, I don’t feel as though there is the same judgment of me as a male 
in an elementary school.   
Cecil also indicated gender lines are more “blurry” than they were earlier in his career.  He 
indicated, “the shift, acceptance of various gender roles, makes it easier for me to be me, and not 
have to put on an act.”  
Summary 
 Men teachers in this study entered their teaching profession as seekers, tweeners, or 
finders.  Eight of the participants were seekers, choosing early on to become elementary teachers 
and sticking with that plan.  Three participants were tweeners, graduating with a non-teaching 
degree only to earn a master’s in education, which allowed them to teach.  This process 
happened consecutively, as these men did not pursue another career prior to teaching.  The 
remaining three men teachers were finders.  These men graduated from college with a non-
teaching degree and took on another career path before sometime later choosing to go back to 
school to become teachers.  All of these men pointed to relationships with family members who 
were teachers, connections with former elementary teachers, or life experience working with 
children in other settings, as the driving forces behind their decision to teach. 
 Discussion on the advantages of gender did not occur fluidly.  Most men had not 
considered the concept that their gender offers them advantages.  After dialogue and questioning, 
awareness of this fact developed.  Focus group interviews, which occurred months after 
individual interviews, strengthened data regarding advantages of being a man elementary 
teacher.  These advantages took shape in several different areas.  First men realized a huge 
advantage in hiring.  Men believed they received advantage in hiring in order to fill role model 
voids, to create gender balance in schools, and to eradicate gender stereotypes.  In addition to 
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hiring, men teachers felt their gender offered them more leniency among parents and colleagues, 
a greater degree of excitement by parents and students, and an edge in managing their classroom.  
 Men made meaning of their experiences in several different ways.  One theme that 
emerged strongly was the importance and awareness men placed on working with children.  Men 
teachers indicated they love their students.  Specifically, they loved developing relationships 
with their students.  Men often spoke of the informal, non-academic, times when they could 
strengthen personal relationships with their students.  Men teachers discussed how much they 
appreciated the students, and made jokes they would rather spend time with kids than adults.  
Men also shared how these relationships have to overcome challenges imposed by socially 
ingrained fears regarding men who teach elementary age students.  Men teachers reported they 
tried to find a balance between offering children appropriate and needed touch with outside 
scrutiny for doing so.  Although most men were willing to hug their students in spite of the 
perceived risk, others would not, settling for fist bumps or high fives.  Men were also aware, and 
careful of, scrutiny they may experience if found in a classroom alone with a student.  Men did 
what they could to avoid finding themselves in this circumstance.  Lastly, men expressed parents 
sometimes worry about having them teach their children.  Although not nearly as prevalent as 
parental excitement for having men teachers, some parents are fearful the experience may not 
work out.  One man reported the parent went to the superintendent to ensure her daughter would 
not have a man teacher. 
 Being a role model was an important aspect of this study, as mention of it came from all 
participants.  Men teachers elaborated on this aspect of their working, choosing to explain why 
others believed men teachers were to act as role models for their students.  Men teachers cited 
filling the void created by absent or negative men, and the ability to broaden career aspirations of 
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students as the primary needs they met as role models.  Men also explained their behavior as role 
models.  Although  at times intentional in their efforts to dispel gender stereotypes, men believed 
they were able to, and it was best to, be themselves when role modeling.  This was a strongly 
reported belief, which came from the idea that for men to be the best teachers they could be, they 
needed to be themselves.  Men also believed students, whatever the age, would recognize their 
attempts to be something they were not, which would sabotage one of the most meaningful 
aspects of their work, their relationships with their students. 
 Men teachers spent considerable time describing the importance of companionship with 
other men teachers.  Although they had a hard time explaining why this was so important, all 
men recognized there was just something different about collegial relationships with other men 
teachers.  Companionship turned to conversation regarding the desire to have more men 
elementary teachers.  Participants rationalized this need by aligning their perspective with 
various sex role biases.  For instance, participants indicated more men teachers would make the 
elementary organization a more efficient and harmonious place, by offsetting various attributes 
women teachers brought to their schools.  Men were careful to couch these comments by 
offering their respect for women teachers, as well as articulating too many men would not be 
good either.  In these discussions, men stated a balanced staff, equal numbers of men and women 
would be best for the school. 
 Lastly, men elementary teachers discussed their struggles to fit into the elementary school 
setting.  Men shared that their underrepresentation, as well as their exposure to conversations led 
by women, made it a challenge for them to fit in.  As a result, men attempted to balance 
strategies meant to overcome their struggles with staying true to themselves.  In attempt to fit in, 
men avoided compromising situations, such as spending time in the lounge or joining teaching 
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teams comprised entirely of women.  In addition, they altered their approach to communication, 
often being less direct and more careful with their words.  Men seemed to shift back and forth 
between being able to be true to themselves and having to put on an act.  This contradiction 
showed there were times men could be themselves, and other times when they could not. 
 In the end, men were resolute in their reports about the enjoyment of their work.  Men 
shared they love to be elementary school teachers.  In spite of the challenges, and sometimes-
negative reports regarding the conditions of their work, they clearly articulated the joy they 
received from teaching.  Cecil stated, “I am so grateful that I love what I have done for the last 
twenty-three years, and love getting up every day to do it and I am grateful.”  Rollie supported 
Cecil when he said 
I would just say that the big picture is, I love going to work every day, and I really like 
the school that I’m at, so, you know, I mean, even though it sounds like sometimes we 
may do one thing, or, you know, the point of this whole conversation was to find out 
what our perspective was, and so, but, you know, big picture, I love where I work and 
what I do.  
All men but one indicated they would rather continue their career as teachers as opposed to 
seeking work as a principal.  Two men who were pursuing administrative degrees identified 
increased salary as the only reason for the potential move. 
 In Chapter five I analyzed the experiences of men teachers under the lens of topical 
literature and analytic theory.  From a theoretical angle, I used sex role theory, tokenism, and 
also feminist theory and masculinity theory.  This analysis helps to deepen the understanding of 
men teachers as reported in Chapter four. 
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CHAPTER 5 
ANALYSIS 
In chapter four, I presented the lived experiences of men elementary school teachers.  
Findings emerged from a thematic analysis of individual interviews, and focus group interviews, 
that unveiled many areas associated with how men teachers make meaning of their experiences 
as elementary school teachers.  These themes included how men become elementary school 
teachers, the advantages associated with gender, the process of working with children, thoughts 
on being a role model, companionship between men teachers,  the desire for more elementary 
men teachers, and the struggles men realized when trying to  “fit”  in to the elementary school 
setting.   
In order to develop a deeper understanding of what men teachers from the Midwest in 
2014 experience, I explored what surfaced as similarities and differences between participants.  
The time and geography of this study may have had an impact on my findings being different 
from similar research (Allan, 1993; Aschcraft & Sevier, 2006; Cognard Black, 2004; Cushman, 
2005; Sargent, 1998; Wood, 2012).  I also used theories - including sex role theory, tokenism, 
feminist theory, and masculinity theory - to analyze the experiences of participants.  Accepted 
gender theory, such as theories of masculinity and feminist theory, as well as historically 
accepted sex role theory, helped to provide a framework for the gender perspectives shared by 
men teachers.  Kanter’s (1977) theory of tokenism assisted in gaining an understanding of the 
advantages and disadvantages men teachers’ experience.  Together, these theories provided a 
stronger understanding of why participants perceive their experiences the way they do.   
To analyze the findings, I examined major themes unveiled in my research through the 
various theoretical lenses previously shared.  Analysis of these themes also includes a 
comparison to former research.  This section follows the same pattern as the findings section.  
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Becoming an Elementary School Teacher 
 The small number of men choosing to become elementary teachers makes that choice a 
distinctive experience.  However, most participants did not report reluctance related to their 
career choice.  Although participants recognized being part of a minority in college elementary 
education classes, they reported not giving this gender discrepancy much thought.  This 
revelation may be indicative of a society loosening its grip on historic gender norms.  Although 
previous research indicated most men recognized and reacted to stereotypes, leading men into 
careers with higher levels of status and compensation than realized by elementary school 
teachers, these men did not follow suit (Allan, 1993; Jacobs, 1993).  Hegemonic constraints 
presumably did not interfere with these seekers’ choice to become elementary school teachers.   
Men elementary teachers face burdens of sex role related stereotypes that pin elementary 
teaching as “women’s work” (Williams, 1993).  In fact, the perception of elementary teaching as 
a feminine profession is the most prevalent obstacle men teachers must navigate (King, 1998).  
However, this barrier also did not inhibit their career choice.  In the following sections, I offer an 
analysis of participants’ voices through the lenses of feminist and masculinity theory, regarding 
why these men seemed immune to hegemonic constraints and sex related stereotypes.  These 
theories work in concert to provide perspective on these men’s distinctive experiences.   
The Impact of the 2
nd
 and 3
rd
 Waves of Feminism   
Feminist theory suggests patriarchy needs contestation through movements meant to 
eradicate gender constructs to create equity for women (Lorber, 1986).  To eliminate gender 
constructs, feminist theory refuted essentialist claims that placed men and women into 
dichotomous categories (Butler, 1990; Gardiner, 2005).  Feminist movements of the 1960s and 
beyond, championed eliminating these categories, and in doing so had an impact on men and 
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women’s perspectives related to their gender constructs.  Feminist movements also impacted the 
influence of societal stereotypes related to men’s career choices.  I contend feminist efforts 
deconstructed gender dichotomies in a way that allowed participants to overcome the burden of 
ascribing to stereotypes, or masculine hegemony, when choosing a profession.   
Consideration of the age of participants is important when analyzing the impact of 
hegemonic constraints and sex role stereotypes.  Seekers and tweeners in my study had an 
average age of 39 at the time of the study, which placed them in college in the late 1990s, 
roughly 20 to 30 years after the onset of the feminist movement, and at least ten years after the 
proposal of a series of feminist theoretical frameworks (Lindsey, 2011).  From the beginning of 
the feminist movement to the college years of these participants, feminist movement efforts 
intended to tear away at social control issues in hopes of creating equity for women (Lorber, 
1986).  In doing so, the influence of societal factors on prospective men teachers from this era 
may have also eroded.  This level of societal change presumably takes years to occur.  The 
voices of my participants demonstrate that these efforts have begun to take hold on the career 
choices of men.  For instance, Harvey said he “never really thought too much about it (choosing 
to pursue a career predominantly held by women).”  Jerry shared similar sentiments when he said 
choosing a career held mainly by women “doesn’t mean anything significant to me other than I 
will have more female colleagues than male colleagues.”  Jim stated, “I’m sure there are people 
judging me by my career choice, but it never entered my mind, in fact I never thought of it as a 
female occupation.”  Robin added, “People recognize it as a legitimate career, not just a career 
women choose.”  The limited association with restrictive gender constructs related to work 
connects with research that indicates gender lines are dissolving. 
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According to a report by Dewan and Gebelhoff (2012), workplace gender patterns shifted 
during the first decade of the 21
st
 century, making it easier for men to pursue work in feminized 
fields.  The timing coincided with what Kramer (2005) identified as the third wave of the 
feminist movement, which started in the 1990s and focused on discrepancies between home and 
work life.  Exposure to decreased levels of social control factors, such as fewer stereotypes 
related to men working as elementary teachers, and the need for men to pursue high status and 
lucrative professions, may have made it easier for men from this particular generation to consider 
a career in elementary education.  Dewan and Gebeloff (2012) reported men experienced 
changing gender patterns at home within a ten year time that spanned from 2000-2010, when one 
third of the job growth from men came in pink-collar jobs.  This duration coincided with the time 
the majority of my participants became teachers, lending credibility to the idea that these men 
experienced less social control regarding career choices.  Cecil reported he could remember one 
“strange reaction and that was 25 years ago.”  Ted added, “No one ever so much as intimated 
that my job was really meant for a woman.” 
More support for this notion resides in the fact that three participants became teachers 
during the first decade of the 21
st
 century.  The fact these men left their masculine jobs to 
become teachers at this time may have been coincidence, or it may have been because society 
became more accepting of men elementary teachers, thus giving these finders comfort in 
pursuing a career they always considered, but were hesitant to take.  Even Rollie, who did not 
become a teacher until he was 41, changed course and became a teacher in 2003.  Rollie shared 
his initial decision to choose a career other than teaching, may have been “because of my 
gender,” but his “desire to work with kids took over”; so, he got his teaching license and began 
his career as an elementary teacher.  His age places him in college in the late 1970s, a time when 
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the impact of the feminist movement on gendered work, according to Kapp Howe (1977), did not 
yet affect the kind of work men and women sought.  However, the time when Rollie became a 
teacher, coincides with a time gender patterns were shifting.  Robin, another finder, shared that 
he does not view teaching as a “traditionally female job, because no one has ever said anything 
about my job related to my gender.” 
Multiple Masculinities   
The choice to become a teacher, and remain a teacher, stems from the fact that 
participants love the work they do.  Contrary to stereotypes, their passion does not relate to 
classroom management, or the technical aspects of their job, such as teaching certain subject 
matter or analyzing test data.  Rather, men teachers in this study cherish opportunities to connect 
with students on a personal level.  Masculinity theory supports the notion that men are no longer 
pigeonholed into one version of masculinity, which in the past connected more singularly with 
hegemony (Connell, 2005).  Feminist theory also supports this claim by promoting the plurality 
of masculinities and femininities (Charlebois, 2011).   
Acceptance of masculinity theory allows men’s masculinity to be malleable.  In fact, men 
teachers are often considered non-hegemonic men (Connell, 2005).  Men categorized in this way 
realize greater degrees of acceptance related to attributes previously referred to as feminine.  
These men often portray characteristics of the “new men” construct, which includes those who 
offer care and nurturing to children (Hondagneu-Sotelo & Messner, 1997).  Men elementary 
teachers now passionately accept and promote ethic of care characteristics, once considered only 
a feminine quality, partly because of increased social acceptance of those who perform them 
(Noddings, 2007).  Based on the findings of this research, participants’ connection with ethic of 
care components is strong.  For instance, Larry indicated he “absolutely” feels he is as “nurturing 
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as his female counterparts,” and added his students need to see men can “show weakness, love, 
and compassion.”  Although Cecil is not a hugger, he said he is “envious that his female 
colleagues can hug and nurture the way they do.”  Charlie added one thing he really enjoys is 
“building relationships with the students.”  Harvey expressed a high level of care for his students 
when he shared his least favorite experiences are when he “wishes I could have just done a little 
bit more for a kid.”   
Men elementary teachers still experience gross underrepresentation, in part because most 
men teachers leave teaching for more masculine work (Allan, 1993).  However, participants in 
my study do not contribute to the underrepresentation of men elementary teachers, as they plan 
to continue teaching.  Contributors to this study did not become teachers so they could later 
advance into lucrative administrative positions, or other fields of work, as previous research has 
suggested (Allan, 1993, Williams, 1993).  Conversely, they entered teaching to teach and plan to 
continue doing so.  Jim reported, “I only wanted to teach, I never wanted this to turn into 
something else.”  This contradicts findings from other studies that indicate a high percentage of 
men enter elementary teaching as a means to become a school administrator, a position with a 
higher salary, status, and a greater gender association (Montecinos & Nielson, 1997).  My 
findings support the idea that the tug of stereotypes, and the reign of masculine hegemony, is 
decreasing. 
Researchers have proposed men teachers leave teaching for more masculine work 
because colleagues or family members pressure them to do so (Ashcraft & Servier, 2006; 
Montecinos & Nielson, 1997).  Yet several of my participants shared that although family, 
friends, and colleagues ask them about becoming administrators, they did not feel forced into 
that career trajectory, and continue to enjoy teaching.  In fact, several participants indicated they 
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would never consider becoming a principal.  Jerry reported that although others approach him 
with the idea of becoming an administrator, he “never thought about getting into administration” 
and that for him his choice to teach was always about “working with kids and making a 
difference.”  Although family members and outsiders seemingly ascribe to masculine hegemony 
and sex role stereotypes, most men teachers remained resolute in their choice to teach.  They 
appeared to be more comfortable with the version of masculinity they portray than others are. 
The Role of Hegemonic Masculinity  
Although most participants did not experience constraints related to stereotypes or 
hegemonic masculinity ideologies, two of the finders appeared to make a career choice because 
of these factors.  Rollie and Ted initially chose careers other than teaching because of the 
financial benefits found in traditionally masculine fields.  Choosing a lucrative stereotypically 
masculine career is a reaction to hegemony.  According to Calvanese (2007), gender stereotypes 
are the most recognized stereotypes, having an impact on occupational choices more than other 
factors.  When opportunities in their masculine profession started to decrease, these finders fell 
into the elementary classroom.  As suggested by Allan (1993), overcoming hegemony requires 
times of social upheaval, represented in this case by decreased work in their initially chosen 
masculine careers.  The experiences of these men suggest sex role stereotypes and characteristics 
aligned with masculine hegemony were a factor in their experiences.  Ted shared the “money 
was too good to leave construction but then the housing industry collapsed”; so, he decided to 
teach.  Rollie was “steered away from teaching by my dad” because of how little money teachers 
make.  
Unlike, Rollie or Ted, Robin did not leave a career typically considered masculine to 
become a teacher.  Instead, he transitioned out of a career as a kids’ care worker.  Because the 
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transition into teaching came from a profession considered atypical for men, hegemony may 
have played less of a role in his circumstance.  Robin remembered saying to his dad,  “ ‘Hey, 
working with kids would be fun,’ so he got me a job in kind of daycare environment, you know 
just hanging out with the kids playing and going on field trips, all that stuff.”  Robin worked this 
job in the summer months of his college years then for several years after he graduated.  Robin 
reported, “I did that every year in the summer time and then I became a supervisor with them 
after I graduated because I really….the one thing I knew was I liked working with kids.”  
However, Robin viewed and spoke of his initial career as short term, making it simple to 
rationalize if needed.  Taking on a full time position as an elementary teacher portrays a 
commitment other than what Robin initially had shown.  The delay in making this commitment 
also shows the extent the masculine gender regime and the associated stereotypes have on these 
men’s career choices. 
Caught in the Middle  
My research discovered another category of teachers caught between progressive 
ideologies of masculinity and historic versions based on hegemony.  These men, whom I referred 
to as tweeners, exhibit experiences connected with both seekers and finders.  Tweeners overcame 
a choice to pursue a stereotypically masculine career while in college, in order to become 
elementary school teachers.  On one hand, this group signifies advancement in acceptance of a 
wider range of gender ideologies, as evidenced by their decision to give up their initial career 
choices in order to teach at the elementary level.  Harvey did not commit to becoming a teacher 
in his early college years, leading him to try out a few masculine career paths only to realize 
teaching was what he wanted to do.  He said,  
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I looked at geology, I looked at forestry, I looked at a variety of things just sort of 
thinking this just isn’t for me and ultimately what I kept coming back to was that I really 
enjoyed working with kids and having an impact on the lives of kids and kids are real. 
 
Conversely, their experience connects with hegemonic constraints as they describe an 
initial reluctance to become elementary teachers in favor of a more stereotypical career path.  
Cecil shared he was an “economics major and wanted to be a business man,” but decided to 
become a teacher during his senior year of college.  After graduating, he earned his master’s in 
teaching and became an elementary school teacher.  “Ultimately I decided that I really loved 
teaching and working with children and how God was calling me to impact the world so I 
finished my econ degree and graduated and then got into a licensure master program and the rest 
is history.”  The fact these men chose to graduate with their non-teaching degree may unveil a 
hesitancy to ascribe to gender norms associated with men elementary teachers totally.  By 
graduating with a non-teaching degree, they have a fall back career, and possibly an opportunity 
to portray their masculine identity in a hegemonic way by their identification with another 
degree.   
Tweeners show the process of changing gender norms is still evolving.  Although 
experiences related to career choices indicate some men connect with masculinity and feminist 
theory that offers multiple versions of masculinity, others do not.  Some men still recognized and 
reacted to hegemonic masculinity before choosing to teach.  Participants met these constraints 
with varying degrees of challenge.  Tweeners chose to change course early, overcoming these 
constraints in college, while finders may have worked in other fields for up to 20 years before 
overcoming the regime of masculine hegemony and finally choosing to teach. 
Career transitions out of teaching also indicate masculinity theory and feminist theory is 
still evolving.  In spite of their initial desire to teach for their entire career, three participants 
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have indicated that since becoming teachers they are now considering becoming principals.  This 
supports Williams (1992) findings suggesting status associated with a higher salaried position 
pulls men teachers out of teaching and into principal jobs, or out of education all together, a 
phenomenon she called the “glass escalator.”  Participants in this study who were considering 
this move articulated a desire to move due to financial reasons, aligning them with Williams’ 
theory.  However, these participants, as well as others choosing to remain teachers, reported 
external pressures did not motivate them to make a career change. 
Men Teachers’ Advantages in Hiring 
 Men teachers reported several advantages through the course of personal and focus group 
interviews.  These reported advantages are in line with previous research.  The most prevalent 
advantage reported in the findings relates to advantages men teachers realize as part of the hiring 
process.  I analyze this advantage under the lens of feminist theory and hegemonic masculinity.    
Feminist Theory and Hiring  
Similar to reports from Allan (1993) and Williams (1993), participants in this study 
indicated their gender offered them an advantage in the hiring process.  Feminist theory suggests 
men realize a patriarchal dividend that offers them holistic advantages over women (Charlebois, 
2011).  The inequitable nature of hiring men teachers resonates with this aspect of feminist 
theory, and with hegemonic masculinity.  Each theory indicates society values masculine traits 
that maintain hierarchies between men and women, with men in the dominant position (Connell, 
1995). 
 Despite these theoretical viewpoints, most participants hesitated to indicate they gained 
employment because they were men.  Instead, participants reported their gender was the key to 
getting an interview, after which they had to be the better candidate regardless of gender.  Cecil 
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remembered getting escorted to the front of the line at a job fair, but said “now that didn’t get 
you the job, but it saved you a long line, so I mean there’s some reverse discrimination or 
whatever you want to call it.  I think at this point in my career, I don’t think being a man is going 
to help me get a job.”  Although this difference may seem small, the notion that gender offers 
some advantage, but not a total advantage, may expose a degree of disinclination by participants 
to accept, or at least report, advantages of their gender.  This reluctance indicates men are 
concerned with, or at a minimum aware of, the negative association feminist theory assigns to 
masculine hegemony and the patriarchal dividend.  The unwillingness of men to accept their 
hiring advantage exposes the challenge men realize when navigating their masculinity. 
Further supporting the idea that men are reluctant of accepting advantages associated 
with the patriarchal dividend, participants shared they would experience disappointment if they 
found their hiring occurred for any reason other than being the best candidate.  Larry said, “I 
hope I was hired for reasons other than my gender.”  Reluctance to accept their hegemony 
suggests men teachers are what Connell (1995) termed non-hegemonic men, or men participating 
in complicit masculinity.  According to Connell (1995), men that unknowingly, unwillingly, or 
passively accept their hegemony by failing to speak out against injustices to women fall into this 
category.   
Based on what appears to be a passive acceptance of their hiring advantage, the 
participants easily fit into the complicit masculinity category.  However, their willingness to 
articulate distaste with the notion their hiring occurred because of their gender, further unveils an 
evolution of masculinity constructs.  True, these men did not volunteer to give up their job if 
they found their hiring was because of their gender.  However, their empathetic reaction to the 
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fact that women face this kind of marginalization, and the verbal disagreement with their own 
hiring if based solely on gender, supports their categorization as non-hegemonic men.   
Sargent (1998) postulated men experience life as both marginalized and dominant beings, 
with their gender being the cause of both.  In the case of hiring, the former reduces the cause for 
their hiring to being a man while the latter uses their gender in advantage over women teaching 
candidates and colleagues.  However, receiving an advantage does not necessarily indicate men 
are accepting of their privilege.   
My research found the participants believed their advantage in hiring stems from societal 
drives to increase the number of men teachers for three different reasons.  This includes 
providing students with men role models, creating gender balance in the workplace, and 
eradicating gender stereotypes associated with the profession.  Data collected from my 
participants are similar to research reported in the literature review.  Perceptions among men 
elementary teachers that hiring advantages occur for these reasons indicate an acceptance of sex 
role stereotypes and hegemonic constraints, that persuade men teachers’ thinking.  
Sex Role Theory, Hegemonic Masculinity, and Hiring 
 Participants were devout in their perception that they received advantages in the hiring 
process due to their gender.  They believed that they received this advantage for three different 
reasons.  First, participants believed school personnel, including women teachers, and parents, 
had a strong desire to have men teachers as role models within schools.  Next, they indicated 
their hiring advantage came from a need to create gender balance in the workplace.  Last, 
participants shared their hiring was advantaged because society wished to eradicate gender 
stereotypes.  
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 These sentiments indicate that men teachers, and if their reports are accurate, their 
women colleagues and parents, still follow sex role theory and hegemonic masculinity 
paradigms.  However, in some cases, participants showed a disassociation with sex role theory 
and hegemonic constraints.  For instance, participants showed hesitance when accepting the 
notion their hiring may have been due to their gender.  Furthermore, men expressed a freedom to 
act in a manner that showed a decreased concern, or even a lack of recognition, of negative 
stereotypes associated with men elementary teachers who act in a caring way.  However, these 
participants showed no hesitance when rationalizing the need for men teachers to be role models.  
Nor did they waiver in their belief that schools needed gender balance, and that their hiring may 
help lead to the eradication of gender stereotypes.  Each of these explanations, minus the call for 
men teachers to eradicate gender stereotypes, suggests the grasp of sex role theory and 
hegemonic masculinity controls men elementary teachers’ consciousness. 
As reported in my findings, men teachers, their women colleagues, and society believe 
men behave in ways women do not.  This leads to a conclusion that men offer something 
different from women teachers, and thus conscious efforts to hire them should occur.  Cushman’s 
(2010) research supported this claim.  He found social acceptance of the idea that men believe 
they offer different behaviors which “increases engagement and subsequent academic 
achievement of students, particularly boys” (2010, p. 1211).  Men’s acceptance of the notion 
they, based on their gender, offer something different from their women colleagues giving them 
an advantage in hiring clearly shows that they still accept archetypes of sex role theory.  Sex role 
theory conveys the idea that society assigns various roles and behaviors to a person based on 
their biological sex (Connell, 1995).  In spite of the monolithic and essentialist angle sex role 
theory uses to understanding sex and gender, participants of this study clearly believe in it 
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(Connell, 1995).  Although most academics align with masculinity theory and feminist theory, 
my participants (similar to other lay people), ascribe behavior constructs (i.e. men offer things 
that women cannot) to a philosophy closely associated with sex role theory.  However, men 
teachers do not realize the alignment of their viewpoint with this theoretical angle.  According to 
Martino (2008), this is not a surprise as many people use sex role theory to account for behaviors 
unknowingly.  Alternative understandings of human behavior, for teachers in this study, do not 
advance into thinking that is more contemporary, such as masculinity theory.  Masculinity theory 
espouses the belief that men and women can behave in similar ways, not attributing roles and 
behaviors to sex, but rather to social conditions (Brod & Kaufman, 1994).  The evolution of men 
teachers’ thinking has not adapted to this level of understanding. 
Hiring for role models.  Whether the continued acceptance of sex role theory leads to 
further strengthening of masculine hegemony, or hegemony maintains sex role theory, it is clear 
contemporary society still views stereotypical masculine characteristics fondly.  However, 
society views these behaviors fondly only if portrayed by men.  Feminist theory indicates that 
women who portray characteristics in line with masculine sex role stereotypes, something 
Charlebois (2011) calls “gender subversion,” face consequences such as a negative self-
assessment and a negative impact on the organization (Carlson & Crawford, 2011).  The 
combined acceptance of sex role theory and male hegemony gives advantages to men teachers in 
the area of hiring to become role models.  It also maintains the perception, among men teachers, 
that their ability to act in masculine ways offers advantages in hiring, because women who act 
this way face oppression. 
Hiring to create gender balance.  Study participants also connected their hiring 
advantage with the desire of school leaders to create a greater degree of gender balance in the 
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workplace.  Men teachers believed a workplace unrepresentative of the student group, or the 
larger society, does not provide the quality experience for children, as does a school with greater 
gender balance.  Research from Mancus (1992) supported these findings.  He stated that gender 
imbalance in the workplace has a negative effect on students, and that student development is 
restricted when overexposed to singular gender models.  Furthermore, sex-role stereotyping 
initiates at a young age when a masculine or feminine role dominates children’s experience 
(Mancus, 1992).    
Participants stated a more equal gender representation, one similar to the student body, 
would be a better scenario for school organizations than having a much larger group of one 
gender.  Participants thought teachers from each gender offered different strengths associated 
with that gender, and equal representation of both genders would create a stronger school.  
DeCourse and Vogtle (1997) reported public policy in education aims to create a better gender 
balance in schools, for the exact reasons participants mentioned.   
Although men teacher participants supported balancing out the workforce, their 
explanations regarding the need to do so did not fall into the same framework found in feminist 
reviews.  Rather their association was in line with gut feelings that balance was better.  Allan 
(1993) reported the greater society largely accepts this construct.  However, according to Allan 
(1993) and Martino (2008), the thought that men teachers offer something different than what 
women teachers offer, is supported by folklore only, not scientific evidence. 
The discrepancy between feminist viewpoints and participant reports stems from an 
adherence by participants, and by most lay people, to sex role theory.  Men elementary teachers 
in this study accept sex role theory, although sociologists consider it defunct.  Participants 
regularly remarked there was an inherent difference between them and their women colleagues, 
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and that each group brought different characteristics to the workplace.  They agreed that because 
they are men they offer different strengths, thus the formation of heterogeneous workforce would 
balance women teachers’ shortcomings and create better schools.   
Eradicating gender stereotypes through hiring.  Men teachers also reported their 
hiring advantage occurred in order to offer students a more diverse viewpoint about how men 
and women behave, as well as what they can do for a profession.  Mancus (1992) concluded that 
hiring more men would help students see elementary teaching differently.  This line of thinking 
ranged from allowing children to see that men could be elementary teachers, that it was not a 
profession only for women, and that it would broaden masculinity constructs for students by 
showing them it is acceptable for men to act in a way other than what common stereotypes might 
portray.  For instance, men teachers participating in this study said they looked forward to 
opportunities to show sensitivity and compassion to their students.  It was the teachers’ 
perspectives that elementary students were unfamiliar with seeing men display these 
characteristics.   
Other research indicated that gender roles are expanding allowing for acceptance of 
characteristics not commonly viewed as masculine, such as being expressive of feelings and 
egalitarian in working with women (Hondagneu-Sotelo & Messner, 1997).  Ashcraft and Servier 
(2006) agreed that increasing the number of men teachers might change student definitions of 
masculinity extending a broader, more flexible definition beyond the classroom to the larger 
society.  Although historic understanding of men and women, based on binary differences 
supported by sex role theory, portrays men acting a certain way and women acting a different 
certain way, masculinity theory provides for masculine and feminine behaviors to overlap (Brod 
& Kaufman, 1994; Connell, 2005).  According to these authors, masculinity contributes a range 
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of behaviors that men can choose from based on the social settings.  Men teachers’ willingness to 
portray behaviors that counteract historic stereotypes meshes well with current versions of 
masculinity.  Furthermore, their lack of concern with how others view them when rendering 
these behaviors indicates a blurring of gendered lines, and a greater acceptance of multiple forms 
of masculinity within society.   
The Feminist Perspective of Re-Masculation and Hiring  
The perception of participants that their hiring may stem from a societal desire to 
eradicate gender stereotypes, is a main aim of the feminist movement connecting well with 
feminist theory (Lorber, 1986).  Although the desire to eradicate stereotypes aligns with feminist 
thought, a question remains regarding the act of hiring men teachers to do so.  In fact, feminist 
theory contests the entrance of men into the teaching ranks as a way to eradicate stereotypes.  
Instead, feminists believe hiring men maintains the engendered nature of the workplace, which 
already holds masculine assumptions regarding workers (McCormick, 2002).  Acker (1990) 
supported this idea, stating that workplaces are not gender neutral, favoring men regardless of 
setting.  Furthermore, feminist theory suggests that changes to normative assumptions may 
occur, but misogyny is so entrenched that it may take separation, not unification to lead change 
(Connell, 2005).  According to Connell (2005), some view the movement of men into teaching as 
a form of men’s liberation; others see it as a way to extract the benefits of feminism without 
giving up patriarchal privileges.  Feminist theory links masculinity “to power, organized for 
domination, and resistance to change because of power relations” (Connell, 2005, p. 43). 
Under a feminist lens, hiring men teachers to fill role model voids in schools looks 
differently.  Within this viewpoint, adding more men is not about the benefits men role models 
offer, but rather about the desire to re-establish masculine power within elementary schools 
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(Martino, 2008).  Feminist theorists suggested feminist efforts to create equality in our society, 
when coupled with schools being viewed as feminized institutions due to overrepresentation of 
women in elementary schools, has created anxieties about the potential impact this kind 
overrepresentation has on elementary school students, and the schools they attend (Martino, 
2008).  Feminist critique of this scenario suggests there is a perception schools need to fix the “ill 
effects imposed by female teachers” (Coulter & Greig, 2008, p. 424).  In addition, there is 
conjecture among other researchers that movements to hire more men are really about regaining 
male hegemony and providing opportunities for existing men teachers to overcome their personal 
gender struggles associated with working mainly with women colleagues (Blount, 2000; Sargent, 
1998).   
Several studies indicated that the primary reason men elementary teachers have an 
advantage in hiring stems from the presumed need to have more men role models accessible for 
elementary students (Allan, 1997; Beckstrom, 2004; Benton DeCorse & Vogtle, 1997; Farquhar, 
1997; Helmer, 2005).  My participants agree with this sentiment.  Some noted their experience 
on interview committees supported this notion, while others shared that women colleagues also 
agreed schools require more men because of the increasing need for men to role model.  
Participants cited increased single-family homes, or homes where men were present but not 
active in their children’s lives as main reasons for needing teachers to fill this role.  The study 
participants’ reports aligned with Farquhar’s (1997) and McCormick’s (1994) findings. 
However, feminist theory views the role model initiative as a maneuver meant to 
maintain, or regain masculine hegemony in the elementary school setting.  This aspect of 
feminist theory did not directly expose itself during dialogue on the topic of role modeling.  
However, participants’ call to increase the number of men teachers did not end with role model 
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dialogue.  Participants presented arguments for the hiring of men teachers related to its positive 
impact a school’s operation.  Men reported that more men teachers, and therefore fewer women 
teachers, would make schools a more efficient and effective place.  Although downplaying this 
statement by reporting men teachers are no better than women, and reversing the gender order 
would not be a good move, men teachers showed misogynistic tendencies when describing their 
ability to improve school climate because of their gender.  Further analysis will deconstruct 
men’s desire to hire more men in order to offer participants a stronger level of companionship 
and collegiality when at work.  This aspect of the findings could stem from a subconscious desire 
to re-masculate the elementary setting.   
In addition to the hiring advantage already analyzed, men teachers also indicated they 
received advantages associated with their gender after they were hired.  For instance, men 
teachers believed parents and supervisors afforded them a greater degree of leniency than their 
women colleagues received.  How men teachers perform as teachers, how they communicate 
with parents, and how they manage student behavior, were areas in which they felt they received 
more leniency than their women colleagues.  Men also believed their gender gave them an edge 
in starting the year on a positive note with most parents and children.  I analyze these findings 
below through the lens of Kanter’s (1977) theory of tokenism along with hegemonic masculinity.  
On the Job Advantages 
Although Kanter (1977) suggested tokens, members of a minority group of 15 percent or 
less face discrimination, Williams (1995) reported tokenism is not a gender-neutral concept; the 
effect of tokenism on women is negative, while the effect of tokenism on men is positive.  
According to Phillips and Imhoff (1997), being a man in a woman’s job is advantageous, but 
being a woman in a man’s job is not.  Therefore, tokenism creates an advantage for men 
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elementary teachers.  Other research posited that men teachers are able to turn their token status 
into a novelty, which yields special attention and respect, and on the job advantages (Kauppinen-
Toropainen & Lammi, 1993; Williams, 1993).  Clearly, men elementary teachers’ token status 
offers them advantages in several ways.  In addition to excitement generated from the novelty of 
being part of the underrepresented group, their token status also elevates masculine 
characteristics already viewed in high regard.  These benefits stem from societal preferences with 
masculine attributes embedded within a society powered by hegemonic masculinity.   
Men teachers utilize this advantaged tokenism in structural and relational ways.  Men 
receive structural advantages due to their token status in hiring and job advancement.  
Relationally, men utilize tokenism with parents, who give them the benefit of the doubt 
regarding their performance and how they manage the classroom.  Furthermore, relational 
advantages come from parents and students who are excited to have a “new” kind of teacher, 
thus creating positive momentum starting the school year.   
Leniency 
Men teachers perceive parents and supervisors do not challenge them on educational 
issues such as classroom performance, communication with parents, or relationships with 
students, as they would their women colleagues.  Men believe parents accept adequate teaching 
from them but not from their women colleagues.  Robin said, “It’s almost as if I can do no 
wrong.”  In addition, men teachers perceive they are free to communicate directly with parents, a 
skill that parents view positively when coming from men teachers.  Don shared that his direct 
conversations with parents led to an assessment of him as a “straight shooter, but if a woman 
teacher were to approach a parent meeting that way, they would think she was a bitch.”  Their 
observation was that parents view the same technique, when practiced by women teachers, very 
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negatively.  Lastly, men teachers believe parents give them much leeway when utilizing 
classroom management techniques.  Jerry reported if women colleagues used the same behavior 
management techniques he uses, those that go unquestioned, “parents would immediately call the 
principal.”   
Besides receiving latitude with behavior management techniques, men reported their 
gender allows them to be more successful than women when managing a classroom.  According 
to men teachers, students are much quicker to respond to men.  Jerry reported, “Sadly, because 
I’m a man, I have immediate clout.”  Participants reported their success in classroom 
management came from a strong skill set, an expectation connected with men teachers based not 
on evidence but socially accepted stereotypes such as a deep voice, and simply because they are 
men (Ashcraft & Servier, 2006). 
 Because society regards characteristics commonly viewed as masculine more highly than 
feminine characteristics, the notion men teachers receive leniency, or an advantage in managing 
student behavior, is not a surprise.  According to Williams (1993), masculine hegemony creates a 
scenario where qualities associated with men are more highly regarded than feminine qualities.  
Although men are a statistical minority in the elementary setting, masculine hegemony 
overcomes their underrepresentation, therefore allowing men to maintain their superiority in all 
settings (Acker, 1990).   
Research indicated men are often able to use their socially accepted stereotyped behavior 
to their advantage (Bradley, 1993; Connell, 1987).  Acceptance of these stereotypes offers men 
leniency when parents consider their performance as a teacher, how they communicate, or how 
they manage their classroom.  In addition, men teachers report that children recognize a level of 
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authority in men teachers beyond what women experience.  It appears even elementary aged 
students understand masculine hegemony, if not on a conceptual level, on a practical level. 
A Good Start   
Men teachers also feel parents, and students, are more excited about having them as their 
teacher than when principals place them in a woman’s classroom.  Bob said, “For some kids they 
just are excited about their experience of having a male teacher, and I’ve heard that from parents, 
too.”  This leads to the development of solid relationships at the start of the year.  This energy 
creates momentum that builds before the school year starts, which men teachers can carry into a 
successful school year.  Men teachers believe this positive energy comes because parents think 
they have something to offer that their women colleagues do not.  Namely, men teachers can be 
role models to their children.   
Participants’ gender makes them a novelty to parents and students, which creates 
unearned excitement, something that does not happen for women teachers.  Men were clear that 
the excitement was not about their level of expertise, or their style, but rather because most 
parents and students have not had a man teacher before.  Furthermore, parental and student 
excitement about having a man teacher overrides other concerns they may have. 
However, their tokenism does not only create advantages for men who teach elementary 
school.  Relational tokenism seems to marginalize men as well.  The following section analyzes 
how men teachers work with their students.  My analysis unveils the high level of care men feel 
towards their students, and the challenges this care presents related to their gender. 
Working with Children 
 Participants spoke often of their work with children when discussing their experiences as 
elementary school teachers.  A positive aspect of working with children, as reported by men 
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teachers, is the opportunity to build relationships with their students.  However, the challenges 
men face when working with elementary students, because of being men elementary school 
teachers, cloud this opportunity.   
Relationships with Students 
Men elementary teachers spoke passionately about the relationships they build with their 
students.  They often cited the opportunity to connect personally with their students as their 
favorite part of being a teacher.  These findings oppose sex role theory.  Sex role theory 
postulates that men and women are different because of the biological sex (Connell, 2005).  
Furthermore, sex role theory identifies relationship building as an innate feminine quality (Brod 
& Kaufman, 1994).   
Modern scholars and members of the public disagree about the distribution of 
characteristics between men and women as defined by sex role theory.  There are “numerous 
taken for granted ideas about women and men [that] do not hold up with certainty and absolute 
truth with which they are popularized by the mass media and everyday life” (Kramer, 2005, p. 
45).  The “central flaw of mythopoetic and other essentialist approaches to gender is that they 
reduce historically and culturally specific myths and practices to universal psychological and 
biological truths, thereby ignoring the social conditions that produced them” (Coltrane, 1994, p. 
45).  In fact, “sex differences on almost every psychological trait measured, are either 
nonexistent or fairly small” yet culturally exaggerated (Connell, 2005, p. 21).   
Contrary to historical research and theory that portrayed masculinity as strong and 
rational, authoritarian and focused on academics (Mancus, 1992), current theory suggests 
characteristics of masculinity falls within a more flexible range than ever before.  Contemporary 
views on masculinity by sociologists reported we should not view masculinity “in the singular, 
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as if the stuff of man were a homogenous and unchanging thing.  Rather, the view must 
emphasize the plurality and diversity of men’s experiences, attitudes, beliefs, and situations” 
(Brod & Kaufman, 1994, p. 1).  Research suggested the societal viewpoint on masculinity is 
changing.  A new form of masculinity, labeled as the “new man,” soft, sensitive, nurturing, and 
expressive of his feelings, has developed (Hondagneu-sotelo & Messner, 1994) 
Feminist scholarship accepts this concept, which recognizes a plurality of masculinity 
and femininity (Connell, 1995, p. 14).  Furthermore, feminist theory finds that as the exclusion of 
women dissipates, the former construction of men as emotionally tough, “may be less useful in 
justifying their dominance, and they may be freer to appear emotionally vulnerable” (Kramer, 
2005, p. 12).  In addition, prior acceptance of teaching as a feminine profession, because caring 
and nurturing were attributes of women, is now being rejected (Calvanese, 2007).   
The rejection of sex role theory, when coupled with blending of multiple masculinities to 
multiple femininities, forms fertile ground for new versions of masculinity to be displayed.  Men 
elementary teachers, knowingly or not, consider the best part of teaching to be their relationships 
with students because of a freedom associated with the demise of the historical gender regime.  
Just as women are gaining more traction in what was previously men’s work, society is meeting 
men’s portrayal of caring behaviors with greater acceptance.  Ethic of care principles, based on 
“centuries of female experience and the tasks and values long associated with that experience, [is 
not] just for women” (Noddings, 2007, p. 225).   
Although growth in understanding of gender theories allows certain freedoms for men 
who teach, attachment to historic viewpoints still constrains them.  As men strive to build 
relationships with their students, remnants of long held beliefs prevent men from connecting with 
their students the way their women colleagues can.  I explore these challenges below. 
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Challenges of Working with Elementary Students 
 Men elementary teachers experience several challenges because they work with 
elementary students.  According to participants, their gender leads to greater degree of scrutiny 
regarding how they interact with their students.  Cushman (2005) agreed when he reported 
physical interactions between men teachers and their students could create suspicion.  As a 
result, men teachers reportedly take various precautions women teachers do not need to take 
when working with children.  Ashcraft and Sevier (2006), as well as Wiest (2003), reported that 
men are proactive in clearing themselves from accusations.  Men teachers recounted they either 
avoided, or were very careful, engaging in physical contact with students.  In either case, most 
men teachers described uneasiness with physical contact, such as hugging, with students.  My 
findings are consistent with previous research indicating men teachers feel challenged by issues 
surrounding physical contact and face scrutiny when engaging in it (Ashcraft & Sevier, 2006; 
Sargent, 1998; Williams, 1992).   
Men in this study fall into a hugger group or a non-hugger group.  Like two men in 
Sargent’s (1998) study, three participants in this study refuse to hug their students.  Sargent 
reported these men take a “rejection stance” to nurturing activities (p. 109).  Sargent’s teachers 
believed successful teaching is not dependent on partaking in nurturing activities such as 
hugging, and therefore refused to “mother” their students in what (Sargent, 1998, p. 109).  
Unlike the men from Sargent’s study, non-huggers from this study do believe their inability to 
nurture through physical contact has a negative impact on their overall success as teachers.  
These teachers feel badly about their inability to do what women teachers do, but are not willing 
to risk their careers over a hug.  In order to provide a form of nurturing, the non-huggers from 
my study engage in what Sargent calls compensatory activities.  High fives, fist bumps, and 
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playing on the playground with students, are examples of compensatory activities.  Sargent 
(1998) considers these actions compensatory techniques, because they compensate for an 
inability to show affection in a way commonly accepted when utilized by women teachers.   
 The 11 remaining men in my study are huggers, although they are sometimes reluctant 
about doing so.  To counteract this dilemma, men teachers reported they usually only hugged 
when a student initiated it.  Alternatively, men may try to substitute compensatory maneuvers.  
Sargent (1998) reported that men who hug take a “defiance stance,” as they are willing to hug 
even though it could be problematic for them (p. 110).  In essence, they are defying social norms 
that, at least in the minds of participants, indicate they should not hug their students.  Although 
men from my research used compensatory maneuvers like men from Sargent’s (1998) study, 
they also hugged.  Reflecting current masculinity theory, my participants do not adhere to clearly 
defined lines of behavior.  
The challenges men realize with regard to nurturing activities are of great importance.  
Although men realize many advantages, some view the challenge associated with engaging in 
physical contact as debilitating.  Others, those that are defiant and hug, still experience stress 
regarding the scrutiny of their actions and possible career ending accusations.  Being a successful 
elementary school teacher hinges on providing for the whole child, one element - giving 
emotional support - depends on nurturing, often accomplished through caring activities.  Men 
teachers feel disadvantaged when providing this type of support for the students, damaging the 
ethic of care construct Noddings (2007) considered essential to basic human relationships.   
In addition to challenges with nurturing activities, men elementary teachers hesitate to be 
alone with individual students.  Participants reported they make sure to keep their classroom 
door open if alone with a student, and often move meetings of this nature to common, public 
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areas of the school  in order to have witnesses if accusations surface.  Teachers shared that 
parents are sometimes worried about placing their children in their classroom.  Although the 
frequency that this occurs pales in comparison to the times parents are excited to have men 
teachers, men participants remember the few times parents expressed concern. 
Oddly, participants indicated an impersonal understanding of stereotypes associated with 
men teachers.  They could not recall dealing directly with negative stereotypes and were 
surprised to hear that some members of the public view men teachers as homosexuals, 
pedophiles, or sexual deviants (Hultin, 2003; King, 1998; Williams, 1992).  However, the cloak 
of suspicion that hangs over men teachers, if not from direct experience, comes from an 
understanding of stereotypes related to historical viewpoints that teaching is women’s work.   
In spite of the fact participants reported socially constructed gender lines are more 
blurred than they have ever been, and despite the fact acceptance of multiple masculinities 
among social scientists has all but eradicated sex role theory within academia, men felt the need 
to be careful around the children they teach.  Some men attribute this to a greater societal 
awareness of abuse now than there was years ago, thus impacting men teachers’ perspective on 
the type of safeguards they need to take with children.  This level of precaution on behalf of men 
elementary teachers provides evidence that society has yet to accept current feminist and 
masculine theories, that society is more aware of abuse related issues, and possibly that men 
have their own gender hang ups because of self-imposed connections with historic stereotypes.  
The result is that men teachers are very careful with how they interact with their students, which 
in some cases leads to feeling they cannot nurture their students the way their women colleagues 
can, even if they want to.   
 
223 
 
 
Role Modeling 
A great deal of research exists on the issue of men teachers being role models for their 
students (Allan, 1997; Beckstrom, 2004; DeCourse & Vogtel, 1997; Farquhar, 1997; Helmer, 
2005).  Much of this research concluded that due to changes in family dynamics and insufficient 
role models in professional athletics or other public arenas, students needed men teachers to act 
as role models.  As discussed earlier, this leads to advantages in hiring for men teachers.  
However, the impact of the presumed requirement for men elementary teachers to be role models 
goes beyond men teachers filling a void.  Findings from this study, and other research examined 
in the literature review, unveiled the behavior of men teachers when filling the role model void.  
Previous research on the topic of role modeling indicated men faced a dilemma in fulfilling their 
duties as role models (Goodman, 1987; Sargent, 1998).  Their dilemma stemmed from a lack of 
understanding regarding the various aspects of their role.  Men teachers from earlier studies 
reported they felt the need to act in a way that counteracted negative stereotypes of masculinity, 
such as being loud or controlling (Ashcraft & Sevier, 2006).  However, overcoming these hyper-
masculine attributes required actions of care and nurturing, further identifying men elementary 
teachers as feminine (Allan, 1993).  According to previous research, this paradox created 
confusion and concern for men teachers as they searched for balance in their behaviors that 
society, parents, and women teacher colleagues, may view as either too masculine or too 
feminine.  Sargent (2004) reported that even presentations of a moderate form of masculinity 
could identify men teachers as uncaring or gay.   
Although some men teachers from prior research believed it was their role model duty to 
remove negative masculine stereotypes, other men were not sure how to act.  Former research 
also suggested men struggle to understand how they should behave as role models because 
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societal expectations are unspecified (Cushman, 2005).  With changes in understanding 
regarding a flexible form of masculinity, it makes sense that these men are unsure what the 
expectations are, and feel trapped in an undefined role.  Current masculinities and femininities 
are in a state of flux, as the range of possibilities for properly performing them is rapidly 
changing (Kramer, 2005, p. 28).  
 Participants in my study looked at the expectation of men teachers as role models, as an 
opportunity of which to be proud, a role they felt honored to fill.  Several men reported they 
looked for opportunities to break down historical constructions of masculinity.  To do so, men 
teachers hug, they wear pink, use soft voices, and show care for students.  Unlike reports from 
men in Sargent’s (1998) research, engaging in these acts was not a challenge for participants.  It 
was something they felt was important; it was inside a set of behaviors that felt natural for them, 
so they did it.  Bob said, “The way I manage a classroom and the discipline methods I use offer 
an opportunity for me to model for children that males can be sensitive and compassionate, too.”  
Harvey had similar feelings.  “I try to show kids men can be nurturing, I don’t in no way think 
that should be a gender role.”  They were not worried parents or colleagues might view their 
behavior as feminine.  Furthermore, the notion that others who view their stereotype breaking 
behaviors might consider them gay never crossed their mind. 
 Men teachers also reported they did not have to put on an act with their students.  They 
shared that it was important for them to be who they really were; they did not try to be something 
they were not.  Being themselves, according to participants, allowed them to be the best teachers 
they could be.  In addition, men teachers believed being genuine was a crucial aspect of building 
relationships with students and that any kind of phony behaviors would be recognized by the 
kids and sabotage their relationships.   
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 Changing viewpoints on masculinity and the erosion of sex role concepts may contribute 
to my participants’ willingness and ability to act how they see fit, without worrying about 
labeling.  Although news media still reports “sex differences as if they were real and well 
documented,” views on masculinity are changing (Kramer, 2005, p. 45).  According to 
Gutterman (1994), a multitude of discourses on masculinity is causing “predominant roles and 
values to lose their claims of absolute authority,” thus offering a great degree of social 
acceptance for a wider range of behaviors (p. 220).  Furthermore, men teachers’ token status 
affords them the advantage of leniency that allows them to make mistakes with limited 
consequence.  The combination of broader gender roles with token levied leniency, may protect 
men from complaints if they choose to role model in a way counter to societal expectations. 
Men Valuing Men 
 An interesting aspect of this research was men elementary teachers highly valued their 
men elementary teacher colleagues.  Although participants supported hiring more men teachers 
for the sake of offering students role models, a concept clearly reported in previous literature, 
this level of value was different.  This study’s men elementary teachers reported the importance 
of having working relationships with other men teachers, and indicated more men teachers would 
positively impact elementary schools.   
Companionship with Other Men Teachers 
 Participants were clear that their relationships with other men teachers were of great 
value to them.  Paul said the thing he likes least about his job is the “low number of male 
colleagues.”  Conversely, Gorman said, “Being with those guys (his men teaching partners) is 
the best part of his day.”  Men reported going out of their way to find time to connect with other 
men teachers if only for a short time, as if there was a sense of relief that they were able to make 
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a quick connection.  Jim “purposefully seeks them out because they are men and I never get to 
see them during the day.”  Other men expressed envy of neighboring schools with more men; 
while others shared they might reconsider their line of work if they had no other men to work 
with.  Furthermore, men teachers talked of excitement about transfers of other men teachers into 
their building, and remembered with fondness years earlier when hiring of new men teachers 
occurred at their school.  Cecil said, “We’re getting another man this year and I’m excited about 
that.”  This aspect of my research aligns closely with the reports that indicated men who teach at 
the elementary level, miss companionship with other men (Kauppinen-Toropainen, 1993). 
 Despite the level of importance men placed on their collegial relationships with other 
men, they had a hard time explaining why they valued it so much.  However, research indicates 
there is a “comfort zone” effect wherein people realize a sense of psychological comfort with 
their own gender group; this comfort zone offers a possible explanation for men teachers’ 
valuing companionship with other men teachers (Bell & Nkomo, 2002, p. 258).  Some 
participants shared that it is nice to be able to be man at times during the day, to high five, fist 
bump, and talk about sports.  According to feminist thought, these kinds of acts are not a 
surprise.  Feminist theory purports the notion that men in feminine settings take action to 
maintain their masculinity without disrupting the feminized culture of the workplace (Henson & 
Rogers, 2001).   
Improving Schools by Increasing Men Teachers 
 Although participants greatly valued relationships with other men teachers, a concept that 
displayed a desire to have more men colleagues, their interest did not stem only from the desire 
to increase workplace camaraderie.  Men teachers believed their work would be different if there 
were more men teachers in their schools.  Specifically men indicated the function of the building 
227 
 
 
would flow more smoothly and more positively because men teachers’ behaviors would counter 
negative attributes they associated with women teachers.  Harvey shared, “I just think in terms of 
the running of the school, I just think having a staff with a variety of backgrounds is a good 
idea.”  Jerry added, “Having more men at our school helps us be more efficient, especially in 
meetings.”  Rollie speculated that having more men teachers would help his staff “overcome the 
time spent on all the little pithy things that are discussed for the longest time.”  Ashcraft and 
Sevier (2006) also reported that men in their study described conversations among women 
teachers as having a gossipy and dramatic nature to them that interferes with efficient work.  
 Participants indicated they do not get too emotional and typically use a rational approach 
to working through issues.  In addition, men teachers reported they deal with issues directly and 
move on, an approach that presumably leads to more efficient and effective workflow.  A few 
men made sure to mention their women colleagues shared their perception of this matter as well.  
Larry said his women teaching partners describe working with him by saying “he doesn’t get 
over emotional about stuff…let’s deal with it and move on.”  Men in Cushman’s (2005) research 
also indicated that with more men, meetings would be less likely to get “side tracked or 
emotional” (p. 233).   
Men teachers showed a passive acceptance (participants did not exhibit an understanding 
of the theoretical aspects of this research) of sex role theory and masculine hegemony through 
their description of how men and women navigate workplace issues differently.  According to 
Connell (2005), masculine hegemony is established by the claim men exemplify reason.  This 
line of thinking by men elementary teachers embodies a patriarchal ideology that men are 
rational and women are emotional (Connell, 2005).  Furthermore, assigning characteristics to 
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men and women because of their biological sex, something men in my study did, aligns with sex 
role theory.   
Besides workflow, men teachers indicated more men would decrease the amount of 
workplace drama by offsetting what men teachers referred to as cattiness and gossip.  The men 
elementary teachers perceived their women colleagues spent more time than they should with 
adult issues such as rumors or adult conflict.  Cecil added, “It will be a little easier for everyone 
to get along if the number of men and women were closer to equal.”  Don shared similar 
sentiments; he said, “I don’t think males engage in destructive gossipy behavior like women do.”  
According to Ashcraft and Sevier (2006), these kinds of issues create strain between men and 
women teachers.  
Despite these reports, men in my study made sure to mention that they do not believe 
reversing the gender dynamics of the school would be a good move.  They reported having a 
school with mostly men could be equally challenging, as a school predominantly comprised of 
women, albeit for other reasons.  However, participants do believe an equal mix of men and 
women teachers would create a productive and positive elementary school.  Interestingly, 
increasing workplace diversity may be more problematic than having a homogeneous workforce.  
According to Bell and Nkomo (2002), gender diversity has certain benefits such as increasing 
creativity and improving problem solving, but also brings challenges such as increased conflict, 
less communication, and less integration.  
Fitting In 
Men who teach in the elementary school are usually part of the minority gender, a 
characteristic that leads to trouble fitting in and developing a sense of collegiality (Wood, 2012).  
Men teachers from prior studies revealed feeling unsettled and uncomfortable when part of the 
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minority group (Ashcraft & Sevier, 2006; Cushman, 2005).  Participants shared the effects of 
being underrepresented led to what Don called an “emotional disadvantage” for men teachers, 
leaving them feeling isolated or disconnected with regard to typical workplace dialogue.  
Kauppinen-Toropainen and Lammie (1993) reported men teachers found it difficult to work in a 
setting dominated by women, making them feel like outsiders.  The contradiction of this aspect 
of my research comes from the realization men feel they can, and have to, be themselves when 
working with their students, but struggle to do so when working with their women colleagues.  
Besides being part of the statistical minority, men elementary teachers are exposed to 
behaviors from the predominant group of women teachers that make fitting in difficult.  
Participants in my study indicated the conversations women engage in and the manner in which 
they hold them deter men teachers from participating.  Other research also indicated that 
feminine conversations create difficulty for men teachers (Ashcraft & Sevier, 2006; Kauppinen-
Toropainen & Lammie, 1993).  These conversations include topics that men teachers describe as 
“female issues” such as menstrual cycles, birthing, breastfeeding, and bra size.  Participants also 
indicated gossipy conversations that lead to adult drama also create difficulties.   
 Because of these issues, men indicated they struggled to be themselves when around 
women teachers.  Unlike when working with students in their classroom, men felt required to be 
something they were not when working with women colleagues.  Men teachers believed failing 
to act in a way that better allowed them to fit into elementary behavior norms would jeopardize 
their success as elementary teachers.  However, most men teachers made it clear these challenges 
did not cause them to dislike their job or consider a career change.  They are passionate about 
their craft and love their students, making leaving an unrealistic option.  These findings 
230 
 
 
contradicted research from Allan (1993) and Williams (1992), which reported challenges such as 
those mentioned above, pushed men out of elementary teaching. 
Participants responded to their trouble with fit in several ways, each of which connected 
with the nature of communication.  For instance, men reported that they often avoided engaging 
in direct conversations regarding workplace issues.  Charlie thought his gender “helps me stay 
out of workplace drama, I’m really not invited in, and I don’t want to be.”  Instead, men thought 
very carefully about how they would state a point, often times circling around to offer a delicate 
presentation.  Paul reported, “I think very carefully about how I should say things to my female 
colleagues.”  In addition, men indicated they often chose not to engage.  Rollie said, “Usually I 
just keep my head down and don’t say anything.”  By saying less, men elementary teachers 
avoided scenarios, which based on their experiences, would turn into workplace drama no matter 
how carefully they stated their position.  Men also did what they could to sidestep situations 
where fit became an issue.  Men teachers avoided the lounge, a place where conversation 
dominated by women teachers became gossipy, or focused on feminine issues.  According to 
Ashcraft and Sevier (2006) lounge avoidance should not be a surprise as men are “uneasy in 
formal social interactions” such as the lounge (p. 131). 
 These kinds of responses are what West and Zimmerman (1987) called doing gender.  
The concept of doing gender is one that Sargent (1998) carefully addressed in his research.  
Although men teachers indicated they had to be themselves to be successful elementary 
educators within the confines of their classroom, participants also recognized the need to act 
differently than they would otherwise in order to find success within the larger structure of the 
school.  This act, part of doing gender, requires behaviors that allow them to fit in better with a 
predominantly female workforce.  According to Furr (2002, p. 56), “In order to form trust and 
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cooperation with female teachers, male teachers may have to relinquish traditionally male 
interests in order to fit into the informal social network.”  Doing so means avoiding hegemonic 
masculinity positions, which creates “diverse experiences of negotiating acceptance” (Kramer, 
2005, p. 70).   
Men who work in a feminized elementary school setting “do gender” on a regular basis, 
which is supported by research that indicates “workers in sex atypical occupations are more 
obviously negotiating gender” (Kramer, 2005, p. 147).  Doing gender is an act that allows men 
teachers to navigate social settings (Simpson, 2011).  Through awareness of social behavioral 
norms, men teachers adjust their behavior, or do gender, in a way that is acceptable to their 
women colleagues.  In the case of my study, this included saying less, and being less direct.   
Although doing gender the way my participants indicated they did, may seem mundane, 
research on the act of doing gender suggests it is troublesome for men who teach, as their 
performance of gender is under more intense scrutiny than are gender performances of women 
(Kramer, 2005).  In addition, Kramer (2005) suggested there is “no version of masculinity that 
satisfies all the demands they face” (p. 122).  These demands come from the ideals of hegemonic 
masculinity, that men cannot live up to (Kaufman, 1994).  Although my research suggested men 
do gender when around women colleagues but not with their students, historic evidence indicated 
men who work in an elementary setting do gender all of the time, negotiating their masculinity 
around parents, students, women colleagues, and men colleagues, thus forcing men to always be 
aware of how they are portraying themselves as men (Sargent, 2005).  Because the ideology of 
sex role identity is so prevalent among teachers today, individuals within this paradigm feel 
personally inadequate and insecure when violating norms of behavior, thus men take great care 
when doing gender (Pleck, 1981).  
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Although doing gender is a real issue that men elementary teachers experience, some 
research indicated the care they take to perform appropriately is not about fitting in as much as it 
is about maintaining their masculine hegemony (Connell, 2005).  “Hegemonic masculinity can 
be defined as the configuration of gender practice which embodies the currently accepted 
answers to the problem of the legitimacy of patriarchy which guarantees (or is taken to 
guarantee) the dominant position of men and subordination of women” (Connell, 2005, p. 77).  
Men have a vested self-interest in maintaining the masculine ideal as a source of power and self-
respect (Furr, 2002).  They are accustomed to a dominance that withstands social circumstance, 
at least in the West; therefore, their actions may come from fear of losing the power of 
masculinity through the actions of women (Conway-Long, 1994).  The basic premise of feminist 
theory is that all people live in a system of patriarchal power that privileges men.  Masculine 
hegemony maintains itself regardless of setting. 
How men act when around their women colleagues also connects with paradigms of 
modern masculinity.  It shows men realize a range of possible masculinities they can perform, 
often choosing a subordinate form when around women teachers.  Men show some restraint in 
this maneuver, as they elect not to enact their hegemonic privilege to address such issues.  
Rather, men sometimes choose to “duck and cover” (Rollie).  The evolution of gender norms and 
an increased understanding of multiple masculinities are evident in this aspect of the findings. 
The aspect of doing gender related to avoiding conversations, or choosing words 
carefully, suggest men teachers have chosen to ascribe to a subordinate form of masculinity.  
Their choice, to disengage, or be strategic in their approach to conversations, shows recognition 
that the portrayal of hegemonic characteristics would not serve them well in the elementary 
setting.  This also indicates men teachers ascribe to sex role theory and hegemonic masculinity.  
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Although men like Don may explain this behavior as means to “keep the peace” in the 
workplace, I believe it shows a reluctance to give up power, and a belief in sex based 
stereotypes.  This example shows men believe women cannot handle a direct conversation, 
clearly a sex based presupposition.  Men’s unwillingness to engage also demonstrates a 
maneuver to hold onto their power, by not engaging in a challenging conversation in which their 
viewpoint might not prevail.  
The combination of these experiences place elementary men teachers in an unusual 
circumstance.  The balance of connecting with students, fitting in with colleagues, and 
maintaining their hegemony, knowingly or not, has men teachers bouncing back and forth 
between power and latency.  These experiences, according to Coltrane (1994) are quite common 
for men.   
Summary 
To analyze the voices of my participants, I first examined the themes that developed 
through individual and focus group interviews, and applied theory to examine these experiences.  
These perspectives provide explanations for why men make meaning of their experiences the 
way in which they do.  Although men reported similar experiences, the analysis of those 
experiences swayed between several similar and contradicting theories.  In some cases men 
elementary teachers’ experiences resonated with sex role theory, while in other instances they 
connected to feminist theory, and/or masculinity theory.  In addition, their experiences associated 
with tokenism.  At times, different theories supported a consistent understanding of the 
experiences men elementary teachers realize.  However, in some instances, these theories offer 
conflicting explanations for what men teachers experience. 
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For example, men teachers understood certain aspects of their experiences within the 
paradigm of sex role theory, and hegemonic masculinity.  Men elementary teachers believed 
their hiring was due to the need for men to provide students and schools with something women 
could not.  Men teachers also believed schools need men to act as role models and to offer 
gender balance as a means to provide a better experience for students.  Furthermore, men 
teachers believed hiring more men teachers would improve schools by offering traits aligned 
with their gender.  In addition, men took proactive measures when working with students to 
avoid false accusations based on sexual stereotypes that identified men who worked with 
children as sexual deviants.  All of these examples align with a framework of understanding 
connected to sex role theory and masculine hegemony. 
However, contradictory to parts of this research that aligned with sex role theory and 
masculine hegemony, men also explained experiences in a way that resonates with masculinity 
theory and feminist theory.  For instance, men seemed unaware of sexual stereotypes when 
choosing to become teachers and when showing care for their students.  Rather they embraced 
the opportunity to teach without reservation and looked most forward to forging close 
relationships with their students.  Each of these examples indicated an understanding of modern 
versions of masculinity and feminist theory.  These theoretical lenses provided men with 
permission to display a range of behaviors and characteristics, unlike sex role theory, which 
created dichotomous categories that men could not cross without consequence.   
Also, men looked forward to their opportunity to role model, and in some instances used 
this role to breakdown stereotypes.  These behaviors were also indicative of an understanding 
that masculinity offers a wide range of acceptable behaviors, a belief developed in part by the 
drive for equity through feminist theory.  In addition, participants showed reluctance in accepting 
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their gender based hiring advantage, categorizing them as non-hegemonic men.  This category 
aligns with definitions of manhood that come from masculinity theory and from feminist theory, 
which portrays masculine hegemony and the patriarchal dividend as negative constructs.  
The varied analysis of men teachers’ experiences occurred because of the evolutionary 
state of the theories utilized.  Although academics no longer rely on sex role theory as a means to 
explain gendered behavior, men elementary teachers still utilize it in some circumstances.  I 
contend the power of masculine hegemony makes it difficult for men to relieve themselves 
entirely of beliefs that coincide with sex role theory.  I also believe a lack of understanding 
regarding contemporary gender theory, theories of masculinity and feminist theory, prevent men 
from fully embracing them.  However, perhaps without careful consideration, men elementary 
teachers have begun to embrace feminist theory, and its desire to eradicate inequities based on 
sex, while allowing them to behave in ways deemed acceptable within definitions created by 
masculinity theory.  I contend that these conflicting explanations unveil an evolution of 
understanding and acceptance of these theories among men teachers, and within the greater 
society, that creates challenges for men teachers when trying to explain and understand their 
experiences.  
 In addition to analyzing themes though several theoretical lenses, I also scrutinized 
experiences of my participants with experiences of men elementary teachers in previous 
research.  This aspect of my analysis revealed men elementary teachers from this study 
experienced their work congruently and incongruently to research previously reviewed.  The 
combination of the findings and their connection to previous research deepens the understanding 
of how, and why, men elementary teachers make meaning of their experiences.  To develop this 
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aspect of the analysis, I crosschecked these themes with parallel themes from former research.  
This process exposed similarities and differences that required further analysis to understand.   
For instance, men teachers did not enter elementary teaching the same way or for the 
same purpose suggested by previous inquiry.  Participating men teachers, unlike teachers from 
former research, reported a desire to build, and a joy in maintaining, close connections with their 
students.  Also dissimilar to men in former studies, all men participating in my research believed 
physical contact in the form of hugging is a necessary aspect of building relationships with 
students and most were willing to partake in it.  Furthermore, men in my study differed from 
men in prior research regarding their role model behavior.  Participating men shared that they did 
not struggle with their role model duties.  They viewed this as an honor and were not concerned 
with how to act or how others may view their behavior.   
In accordance to other studies, men teachers reportedly experienced gender advantages in 
a similar fashion, and cited rationale for these advantages in line with other topical research.  
Men participants also expressed concern over engaging in physical contact with their students, or 
being alone with their students, a concept also previously reported.  Participating teachers also 
shared they missed, and valued companionship with other men, just as was indicated in other 
studies of men working in predominantly feminine occupations.  Finally, men teachers reported 
they struggled to fit into the elementary school culture, a fact they tried to overcome by doing 
gender, also reported in former research.  
I investigated the similar and dissimilar experiences of men in previous research under 
the lens of four separate but interconnected theories: sex role theory, tokenism, feminist theory, 
and masculinity theory.  These theories offered analytical lenses to provide possible explanations 
for the experiences men elementary teachers realize.  In some instances, my analysis suggested 
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social understanding of gender constructs was analogous to those accepted during the time and 
place of previous research on the topic of men elementary teachers.  Conversely, comparison of 
my themes to themes from previous research shows that constructs of gender may have evolved 
as years have passed, or may be different because of geographic location.  Regardless, the scope 
of the analysis sheds light on the development of participants’ perspective regarding their work 
as elementary teachers. 
In the final chapter, I summarize the study, findings, and analysis.  I also provide 
implications of this research, along with recommendations for theory, future research, and 
practice.  This portion of the dissertation offers tangible ideas for educators that can influence the 
experiences of men teachers, and therefore, the overall success of the school.  
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CHAPTER SIX 
SUMMARY, DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 
I conducted this study to examine how men express and make meaning of their 
experiences as elementary school teachers.  Within the framework of this question, I also aimed 
to understand men’s expression of their experience through a gendered lens, their experience of 
being advantaged and/or disadvantaged, their perception of the enactment of their gender in 
teaching, and their discernment of how gender has an impact on their school.  Although 
participants were all White men, representative of the location of this study, these men came to 
the study with a range of ages and teaching experience.  In spite of the diversity of age and 
experience, findings and analysis unveiled several commonalities regarding their experiences 
and the impact of those experiences.   
Summary of the Study 
 In this study, men from three different school districts and ten separate schools expressed 
how they made meaning of their experience as elementary teachers.  Reports of their 
understanding came through participation in individual and focus group interviews.  After 
several months of personal interviews, I identified various themes I later crosschecked in focus 
group interviews.  These themes explained the experiences of men elementary school teachers, 
and illuminated how they understood these experiences.  
 The way men made meaning of their experiences connected with several theories.  A 
combination of sex role theory, tokenism, feminist theory, and masculinity theory, gave insight 
into how and why men expressed their experiences the way they did.  Furthermore, analysis of 
my research, against former research on the topic of men elementary teachers, allowed for 
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juxtaposition of similar and different experiences.  A comparison of geographic location and 
time seems to explain the similarities and differences between this study and previous research.  
Conclusions and Discussion 
 Findings indicated that participants shared common experiences.  These shared 
experiences included gaining an understanding of the impact gender had on them, their work, 
and their school.  Participants reported parallels between their desire to teach and their paths to 
becoming teachers.  Men also shared a similar understanding of how gender had an impact on 
their experiences, once they began their careers as elementary teachers.  Gender influenced men 
teachers’ experiences as they related to advantages realized by the participants, their work with 
students, the ways in which they served as  role models, their companionship with and value of 
other men teachers, and the ways in which they “fit” within the school setting. 
 Findings also reported these men had positive experiences working with children, prior to 
becoming teachers, which led them into the field of elementary education.  For some 
participants, this included work as camp counselors, experiences in a “kids care” program, or 
study abroad opportunities in which men worked in orphanages.  In addition, a number of men 
had family members who were also educators.  Interestingly, when describing the thought 
process of becoming a teacher, participants made little connection to the fact they were entering 
a field where they would experience underrepresentation of their gender.  However, men did 
recognize they might have an advantage finding a job because they were men.  Yet, they resisted 
the idea that they continued to think about being a man in women’s profession once hired.  When 
examining men teachers’ experiences related to hiring, and other aspects of their work through 
the lenses of sex role theory, tokenism, feminist theory, and masculinity theory, contradictions 
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regarding the association of these theories to how men expressed and made meaning of their 
experiences surfaced. 
Men teachers unequivocally reported advantages in hiring; however, they were reluctant 
to accept the idea that principals hired them because of their gender.  They consented to the idea 
gender might have gotten them an interview, but believed they had to be equal or better than 
other candidates to earn a job.  This perspective related to hiring shows acceptance of elements 
related to hegemonic masculinity theory with a reluctance to receive it, which offers evidence 
that men in this study understood their gendered advantage, but did not promote it.  This 
contradiction categorizes men teacher’s masculinity somewhere on the continuum between 
hegemonic and subordinate masculinities.   
The variety of masculinities men teachers accept aligns with aspects of the findings and 
analysis indicating men teachers found themselves stuck living between modern gender theory, 
and outdated sex role theory principles.  On one hand, men teachers portrayed subordinate 
masculinities when role modeling and working with women.  On the other hand, men teachers 
accepted ideologies of sex role theory as engrained norms for understanding differences and 
similarities between them and their women colleagues.  In addition, they realized hegemonic 
masculine influence, when their token status offered them workplace advantages.  Each polar 
opposite vantage point was perhaps enhanced because of their experience working as a member 
of an underrepresented group in a feminized setting. 
 Men teachers also reported a strong desire to build relationships with their students.  All 
but one teacher described their time with students as the best part of the day.  They indicated 
their favorite time was not formal instruction time, but rather informal time, such as morning 
meeting when they could take time to connect with children on a personal level.  Men 
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participants also reported a desire to make physical connections in the form of hugs.  Participants 
recognized the importance of being able to nurture their students in this way.  Expressing an 
ethic of care mentality coincided closely with feminist theory, and modern versions of 
masculinity.  The affinity men described for offering care to their students, indicated men are 
more willing to portray themselves this way, and that society is more agreeable to viewing them 
as such.  However, men’s recognition of this fact did not hold true in other aspects of their 
relationships with students.   
Men reportedly went to great lengths to avoid potentially incriminating situations with 
students, such as not meeting with students alone and always keeping classroom doors open.  
Although men teachers were allegedly unaware of most stereotypes society associated with 
them, their proactive behaviors meant to avoid allegations indicated otherwise.  The apparent 
innate understanding of masculine stereotypes, and underpinnings of sex role theory, push and 
pull men through behaviors and beliefs that associate with contradictory theories.  Men reported 
behavior that seemed to portray unwillingness to report perceptions aligned with sex role theory, 
while ascribing to it in several ways.  
 Men similarly expressed behaviors and beliefs regarding their duty as role models, the 
value they place on other men teachers, and how they fit into the feminized elementary school 
setting, in a manner that further showed contradictions within theoretical perspectives.  
Academics and lay people alike have long accepted the notion that students need men elementary 
teachers to fill role model voids.  Men teachers agreed with this theory and took their role model 
duty proudly.  Their acceptance of this position indicated a perception among men teachers that 
they are fit for some things that women are not, a belief that aligns with sex role theory.  
According to participants, their women colleagues have the same belief.  
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In an incongruous fashion, men teachers expressed a desire to role model in a way 
counter to sex role theory and in line with modern versions of masculinity and feminist theory.  
Participants’ desire to show students men can act in a nurturing and caring way, and therefore are 
fit to be elementary teachers just as women are, offered evidence for this claim.  Men indicated 
this work with students did not force them to be something they were not.  Stereotypes did not 
control their behavior; rather a freedom to be themselves prevailed.  Participants seemed to miss 
the polar perspectives this belief and the resulting behavior confirms. 
 The value these men placed on other men teachers was strong, albeit balanced with a 
common perspective that women were equally effective teachers.  Men reported that flipping the 
gender demographics of elementary schools would not make for better schools.  However, 
participants believed increasing the number of men teachers, which although not mentioned 
means decreasing the number of women teachers, would make schools more effective and 
efficient.  Men teachers also expressed a desire to have more men teachers to connect with, and 
longed for opportunities to “be a man” with other men, even if it meant going out of their way 
for a quick interaction during the workday.  Men described their relationships with other men as 
“just different.”  This perspective expressed itself in the ability of men teachers to be themselves; 
something they struggled to be when working with women colleagues.   
 The value men elementary teachers placed on companionship opportunities with other 
men aligns closely with historical accounts of sex role theory that espouse men and women 
innately react in certain gender-determined ways.  I expose this not to refute their perceptions, 
but rather to draw attention to the notion that men teachers’ beliefs and behaviors moved 
between contradicting theoretical lenses based on the scenario.  This fluctuation in participants’ 
beliefs and behaviors indicated changes in understanding gender norms, countered with 
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adherence to formerly accepted theories.  This interplay may relate to societal progress 
associated with less rigid viewpoints regarding gender, however feminist theory may explain 
these discrepant actions as maneuvers meant to overcome their underrepresentation and maintain 
masculine hegemony.  
 Furthermore, men expressed understanding of tokenized advantages that go beyond their 
hiring experience.  They explained they had advantages in managing student behavior, garnering 
initial excitement from parents and students, and in receiving leniency from parents and 
principals regarding their performance.  Men attributed these advantages to the fact they are men, 
a realization that showed they understood their masculine hegemony, as well as their novelty 
status, as part of an underrepresented group.  These beliefs also contradict hopes of an egalitarian 
workplace under feminist theory, and revert to sex role and hegemonic masculinity viewpoints. 
 Determining the connection between behavior, belief, and theory, is subjective.  One can 
easily merge men elementary teachers’ behaviors and beliefs to masculine hegemony tendencies 
built off acceptance of stereotypes aligned with sex role theory.  Arguing that men elementary 
teachers are trying to evolve their behaviors and beliefs in line with a modern view that connects 
more closely with an egalitarian approach to gender, orchestrated by years of feminist work in 
concert with widening ranges of masculinity, is also reasonable.  My research indicates men 
teachers’ behaviors, as well as their beliefs, adhere to certain aspects of historical and modern 
theory rather than one or the other. 
Implications for Theory, Research, and Practices 
Theory 
 I began to link how men elementary teachers make meaning of their experiences to 
theories of sex role theory, tokenism, feminist theory, and masculinity theory.  More studies 
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related to contemporary gender theory and sex role theory, should follow.  Theoretical 
recommendations include: 
 Research regarding the understanding of these theories, among men and women 
elementary school teachers.    
 Further study of feminist theory and masculinity theory as means to understand departure 
from the ideologies of sex role and masculine hegemony theories.   
 Additional study on modern versions of masculinity, through a feminist lens and with a 
focus on non-hegemonic men, due to the continued evolution of masculinity definitions 
and the potential eradication of patriarchal principles.   
 Examination of how token theory relates to specific experiences men teachers report, to 
deepen understanding of advantages and disadvantages men teachers experience and 
determine whether additional benefits and challenges reside within superficial 
experiences.  
Research of teachers’ understanding of gender theory.  I recommend a study 
regarding the understanding of these theories, among men and women elementary school 
teachers.  Men teachers, and according to men teachers their women colleagues, understand 
gender dynamics through a lens that is somewhere between dichotomous theories.  In some 
cases, men aligned their behaviors with gender theories such as feminist theory and masculinity 
theory.  On the other hand, professional men elementary teachers have not yet released their 
perceptions from sex role theory.  Participants’ attribution of characteristics, behaviors, and 
abilities to biological sex shows their gender paradigm connects closely with sex role theory.  
Although the world of academia no longer uses sex role theory to explain behavior, men teachers 
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unknowingly do.  The acceptance of sex role theory among men teachers continues to make this 
theory relevant for the contemporary world.   
This research showed men teachers have a limited understanding of contemporary gender 
theories that purports men and women are not strikingly different.  They lack an acute 
understanding that gender is not a dichotomous classification divided by biological sex.  Because 
of limited understanding of feminist and masculinity theories, and because of the prevalent 
acceptance of principles related to sex role theory by men who teach, sex role theory deserves re-
examination.  If one describes theory as a proposal to make sense of an issue, then sex role 
theory may have a place in the discussion regarding how workers make sense of their gendered 
experiences.  Further research on behaviors connected with biological sex may reinforce what 
academics have long realized, that gender is socially constructed.  In a time when gender issues 
are at the forefront of societal thought, after a half century of feminist movement efforts, men 
teachers and others may be ready to accept the idea that thinking aligned with sex role theory is 
unfounded.   
 Further study of feminist and masculinity theory.  This study also indicated great 
progress in acceptance of feminist theory and masculinity theory.  Men showed an increased 
awareness and understanding of these theories, through their willingness and desire to show care 
to students, and through their commitment to portray non-hegemonic masculine, and new man 
traits in the classroom.  Men’s reluctance to accept the advantages of their masculine hegemony 
outwardly could also indicate growing understanding of the ideas these theories support.  In 
addition, men teachers from this study did not strive to exit the feminized field of elementary 
teaching for positions of greater status, as men teachers from former studies had done.  This 
246 
 
 
further indicates a release from masculine hegemony ideals and philosophies of sex role theory, 
and an acceptance of modern masculinity and feminist theory. 
 I recommend further study of feminist theory and masculinity theory as means to 
understand departure from the ideologies of sex role and masculine hegemony theories.  
Development of these feminist and masculinity theories will also serve to understand changing 
social dynamics regarding the push to place men in elementary classrooms, and the experiences 
men have once there.  Men teachers in this study seemingly portrayed non-hegemonic behaviors 
in their work, including their general lack of desire for advancement into positions of higher 
status and authority.  Men teachers also did not enter the profession because of a social call to 
have more men elementary school teachers; they chose to teach to make a difference in lives of 
children.  Yet, feminist theory labels the social desire to place more men in elementary teaching 
positions as a re-masculation effort meant to grow back the hegemony men may have lost as a 
result of feminist efforts meant to create equality between women and men.  The findings in this 
study challenge this aspect of feminist theory, thus calling for future study regarding the 
influence of hegemonic masculinity on the career choices of men.   
 Non-hegemonic men and eradication of patriarchal principles.  I also recommend 
additional study on modern versions of masculinity because of the continued evolution of 
masculinity definitions.  Historical viewpoints on masculine hegemony remain entrenched in 
societal perspectives regarding men and their place in our world.  However, this study showed 
certain aspects of men teachers’ experiences and behaviors do not fully align with masculine 
hegemony.  For instance, men often avoided conversation with women teachers, or took indirect 
paths when communicating over sensitive issues with their women colleagues.  They also 
dodged compromising situations, such as having lunch in the lounge, rather than exert their 
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hegemony to put an end to such challenges.  Therefore, continued review and development of 
masculinity categories is necessary.  Further understanding of men teachers and their connection 
with modern versions of masculinity could help develop masculinity theory, and understand 
experiences of men teachers.  I suggest future study on masculinity be done in concert with 
feminist efforts to eradicate patriarchal principles, as men teachers may be the vehicle to such a 
conclusion within the greater society.  I also suggest this further study look carefully at non-
hegemonic men. 
 Tokenism below the surface.  Using tokenism as a theory to understand advantages and 
disadvantages men teachers’ experience also deserves inspection.  Historic viewpoints that 
suggested tokenism disadvantaged token members, as well as current theory that suggests men 
tokens realize advantaged tokenism, may be too simplistic to understand the experiences of 
underrepresented workers (Kanter, 1977; Yoder, 1991).  Although viewing men teachers as 
novelties that reap advantages of this status may unveil surface explanations, challenges men 
realize in their experiences as elementary teachers suggest the need for deeper theoretical 
analysis within this lens.  Examination of how token theory relates to specific experiences men 
teachers report, should help deepen understanding of advantages and disadvantages men teachers 
experience.  Additional research on token theory may also help to deconstruct advantages and 
disadvantages in order to better understand whether additional benefits and challenges reside 
within superficial experiences.  
 Gaining a deeper understanding of sex role theory and gender theory, as it pertains to the 
experiences of men elementary teachers, has several implications.  First, it might unveil the 
progress of the development of modern theories and the decay of theories considered outdated, 
among men educators.  Next, increased understanding of the status of these theories may allow 
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for connections to all walks of life, and therefore provide opportunities to rid society of 
damaging stereotypes related to sex and gender.  In turn, these efforts could further develop 
equality between men and women. 
 Within the field of education, such awareness could allow for the development of a more 
prescriptive education program for incoming and current teachers, as well as for school 
principals.  It might also empower men and women to work together within a framework of 
information supported by theory, which is applicable to the modern world.  Last, connecting men 
teachers’ understandings and beliefs to multiple theoretical lenses might also lead to better 
experiences for men elementary teachers, and create more cohesive and successful schools. 
Research 
Further research regarding the experiences of men elementary teachers, and the impact of 
gender on work experiences, needs examination.  Specific recommendations include: 
 Replication of this study with participants that represent a greater number of school 
districts covering a wider geographic location, involving a greater degree of diversity 
among participants.   
 Additional exploration of the relationship between the family dynamics of men teachers 
to their experiences. 
 Research on how women teachers’ perceive the experiences of men elementary teachers, 
as it relates to their gender. 
 Examination of parent and principal perspectives regarding their viewpoint on token 
based advantages and disadvantages related to men teachers. 
 Additional research on men teachers, who fall into the tweener category, 
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Increased diversity of participants.  I recommend replication of this study with 
participants that represent a greater number of school districts covering a wider geographic 
location.  I also recommend involving a greater degree of diversity among participants.  
Replicated studies would include men teachers with diversity in age, race, grades taught, and 
years of teaching experience.  Broadening the pool of participants in this manner would check 
for similar or discrepant viewpoints among a wider range of categories, therefore increasing 
validity of findings. 
The influence of family dynamics on men teachers experiences.  Within a study of 
greater numbers and diversity of participants, research should examine the relationship between 
the family dynamics of participants, to their experiences.  In my study, twelve of the participants 
were married, one was divorced, and one participant was single.  Nine of the participants had at 
least one child, one participant was expecting his first child, and the remaining four participants 
did not have children.  The number of children participants had, ranged from one to five.  One 
participant had five children, one participant had four children, one participant had three 
children, four participants had two children, and two participants each had one child.  Although 
this data deepened the description of participants, it did not become an active part of this study.  I 
did not ask questions about their experiences related to their family dynamics, nor did 
participants make their own connections.  Specific questions related to this relationship in future 
studies might offer new findings.    
 Women teachers’ perspective of men’s experiences.  Another study on the topic of 
men teachers should come from participants other than men teachers themselves.  Researching 
how women teachers’ perceive the experiences of men elementary teachers, as it relates to their 
gender, may shed light on the findings from this study.  In line with feminist standpoint theory, 
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results from a study of this nature would allow the researcher to compare and contrast the 
gendered perspectives, and analyze outcomes against each other.  Such a study might permit the 
researcher to further examine the development of gender theories, or the maintenance of sex role 
theories, in contemporary society, and determine whether men and women teachers relate to 
those theories similarly or differently.   
Findings from a study of how women teachers perceive men elementary teachers’ 
experiences could enlighten men and women teacher groups, school leaders, and university 
training programs; thus providing men teachers with the knowledge necessary to understand their 
gendered experiences and offer them, and their schools, the best chance for success.  These 
findings might equip women elementary teachers with an understanding of men elementary 
teachers’ perspective, therefore giving them the necessary insight to develop and maintain 
collegial and collaborative relationships with their men teaching colleagues.  Finally, teacher-
training programs could better understand how to prepare men and women for work in a field 
where their gender representation is different from most other work settings. 
 Tokenism as viewed by principals and parents.  Gaining the perspective from parents 
and principals, regarding their viewpoint on token based advantages and disadvantages, might 
also contribute to a better understanding of how men elementary teachers make meaning of their 
experiences, and help men teachers understand their own experiences.  The perspective offered 
by men teachers suggested principals and parents treated them in a way their women colleagues 
were not treated.  In some instances, this treatment is advantageous; in other instances, it is 
detrimental.  Regardless, with this knowledge men teachers might be more equipped to 
understand why they experience what they do.  The perspective of those who are treating men 
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teachers differently would complete the circle of different perspectives that contribute to men 
teachers’ experiences. 
 Tweeners.  Additional research on men teachers, who fall into the tweener category, is 
also in order.  These men showed a subconscious degree of reluctance to pursue a career as an 
elementary school teacher, as evidenced by their choice to graduate with a degree other than 
education, prior to becoming licensed to teach.  Research that examines tweeners’ thinking as 
they searched for a profession to pursue, may unveil factors that cause them to hesitate in their 
quest of an elementary teaching degree.  Identifying these factors may allow researchers to better 
understand which aspects of society still hold men hostage under the regime of hegemony.  It 
could also help us to understand, what elements empowered men teachers to overcome the 
barriers they initially faced, thus offering a prescription for the erosion of stereotypes that assign 
men and women to certain types of work. 
Practice 
 The findings from this study inform teachers, principals, and education training 
programs.  Men who work in an elementary school setting make meaning of their experience in 
ways that connect with theory.  The juxtaposition of these perceptions leads to challenges that 
men teachers and their leaders could partially remedy through teacher education programs, and 
professional development opportunities that examine gender in the workplace.  
Recommendations include: 
 Teacher education programs related to masculinity theory and feminist theory, to better 
prepare men and women for their teaching experiences. 
 Professional educators should be required to receive professional development on 
gendered work experiences. 
252 
 
 
 Development of policy on teacher touch at the elementary level. 
 Professional development related to school climate and culture. 
Gender theory as pre-service requirement for teachers.  Developing teacher education 
programs related to masculinity theory and feminist theory requires attention.  Men elementary 
teachers are ill equipped to enter the feminized field of elementary education, and it is possible 
their principals, and their women colleagues, are unprepared to work with them as well.  Men 
teachers’ lack of understanding of current gender theory, and their connection with historic 
theoretical viewpoints, places men elementary teachers in a position where they do not 
understand their own experiences deeply enough to successfully navigate the different aspects of 
their work.  This lack of understanding may negatively impact their experience, their women co-
workers experience, and therefore be a detriment to their students and their schools. 
Professional development on gendered work experiences.  Further education, and 
professional development, related to theories of masculinity and feminist theories may empower 
men teachers to respond in a way that allows them greater freedom to be themselves, work with 
children without fear, and connect with men and women colleagues more equally.  Teacher 
training programs should institute gendered studies classes, to better prepare men and women for 
their teaching experiences.  Professional teachers should be required to receive professional 
development on gendered work experiences, as should their principals.  Programs such as this 
would also be valuable for school leaders as they navigate personnel related matters.  Charged 
with maintaining positive school climates, and developing a collegial and collaborative culture, 
school leaders might benefit from a deeper understanding of the experiences of their teachers.  
Principals might understand these experiences best when viewed through a theoretical lens.  
With this depth of understanding, principals may be better prepared to support their teachers. 
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School policy on teacher touch.  In addition, school districts should develop policies on 
teacher to student touch and should require professional development related to school climate 
and culture.  Establishment of touch related policy would support teachers by creating 
guidelines, and possibly a district philosophy related to teacher/student interaction.  Teachers, as 
well as parents, would understand parameters, which, if written correctly, could lessen the guise 
of suspicion men teachers face and level the playing field between men and women teachers 
when developing relationships with their students.   
Study related to school climate and culture.  Professional development related to 
school climate and culture could develop awareness of toxic and nourishing behaviors, and their 
impact on individual teachers.  This level of awareness might empower teachers, and their 
leaders, to choose behaviors that support a positive climate culture.  Such knowledge might 
promote courageous conversations among staff members when toxic behaviors seep into the 
workplace.  When coupled with gender training, culture studies may influence the ability of men 
to fit in by decreasing excluding behaviors exhibited within the school setting.   
Final Conclusion 
   Men elementary teachers have experienced underrepresentation in their profession for 
hundreds of years, thus maintaining the gendered order of work.  The resulting experiences of 
men who become elementary school teachers, and how they make meaning of their experiences, 
are full of benefits, challenges, and contradictions.  The range of these experiences offers men 
elementary teachers a unique set of circumstances they must strategically navigate.   
These circumstances include recognition of certain advantages and challenges, both of 
which relate to their gender.  Men maintain an acute awareness that their relationships with 
students require careful navigation.  They must balance their desire to build close relationships 
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with their perception outsiders scrutinize these relationships.  Part of this relationship is the 
inherent duty to role model for their students, a welcome task, albeit one that has implications on 
their gender performances.  Furthermore, as members of the statistical minority, men elementary 
teachers experienced a sense of isolation.  This increased the need to engage in relationships with 
other men teachers, which led to a desire for the hiring of more men elementary teachers.  
According to men teachers, adding more men to the elementary ranks would enhance work 
efficiency and climate.  Lastly, due to their underrepresentation, men realized a struggle when 
fitting into a predominantly feminine workforce, eliciting behavior adjustments among men 
teachers in order to be successful.      
 Although these men responded similarly in each of the circumstances described above, 
how men understood and made meaning of these experiences underscored contradictory 
theoretical positions.  Although men realized, due to their manhood alone, an objective sense of 
power and privilege, they conversely experienced a subjective sense of powerlessness and 
constraint (Kaufman, 1994; Kimmel, 1994).  Their explanations for these dichotomous 
experiences outline a constructivist view which shows a struggle with ideas related to school and 
the social environment, and an essentialist view which considers the current gender order to be 
natural (Sargent, 1998).  These contradictions unveil growth of contemporary viewpoints and 
preservation of historic platforms, indicating further work be done to rid society of these 
conflicting understandings.  Studies of men who express non-hegemonic behaviors, in spite of 
their purported authority to express their hegemony, are an essential first step in understanding 
how to undo the historic gender order (Morgan, 1992). 
 Educational leaders, who recognize relational dynamics play a large part in the overall 
school climate and therefore the success of their schools, should strive to gain a deeper 
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understanding of what men teachers experience in the feminized elementary school setting.  This 
understanding might not only empower teachers to maintain better relationships with their 
colleagues, it could also provide principals and teacher training programs with the information 
necessary to equip future teachers with the cognition to contribute to their own, and their 
school’s success.  The impact of this leadership, through trained teachers, may support the 
dismantling of the gender order and the development and understanding of new theoretical 
frameworks on a societal level.  I appreciate these participants’ sharing their voices to assist in 
understanding the experiences of men elementary teachers. 
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APPENDIX A 
Email Recruitment Letter 
Dear Colleagues,  
As the school year winds down we would like to make you aware of an opportunity available to 
you this summer.  This is not your typical professional development opportunity, rather a 
chance to be part of a study examining what it is like to be a male elementary school teacher.  
Because of a shared connection at the University of St. Thomas and support for this research, 
we have agreed to assist the researcher in finding participants, hence this email. 
The researcher is a graduate student in the Educational Leadership program at the University of 
St. Thomas.  He is looking for male teachers to participate in one, 1-1 audio recorded interview 
lasting between 60-90 minutes.  At the conclusion of all of the personal interviews, he will be 
looking to hold a focus group interview as a way to expand upon themes that emerge from the 
personal interviews.   
Interviews will take place over the summer months at a time and place, which is convenient for 
you and will allow the level of anonymity you desire.  Anything connecting you with this study 
will be kept entirely secure and confidential.  The researcher will also use pseudonyms as a 
means to protect participants and their buildings. 
Your participation is strictly voluntary and there will be no financial compensation.  However, 
all participants will receive a copy of their transcripts to verify if you desire to do so.  
If you are willing to participate, please respond to us by the end of the week.  I will pass your 
name onto the researcher who, depending on the interest level, may or may not contact you to 
make arrangements.  Although we will know if you show interest or not, neither of us will know 
who ended up participating, as that information is confidential to the researcher. 
If you have any questions please call or e-mail either one of us. 
With Warm Regards,  
 
Executive Director of Elementary Education and Elementary Teacher  
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APPENDIX B 
Second Recruitment Email 
>>> Nate Schurman  06/10/13 10:50 AM >>> 
Greetings All, 
 
I hope you are enjoying your in-service day.  Some of you have already agreed to participate in my study, 
thank you, however I'm hoping a few more of you are willing to help me out this summer.  I did a quick 
pilot study last summer and the men who participated indicated they enjoyed reflecting and sharing 
about their experience as male elementary school teachers.  The plan would be to meet up this summer 
to do a one on one interview, for roughly an hour, at a place of your choosing.  If you have questions, 
feel free to email me.   
 
Otherwise, if you are willing to give up about an hour of your time this summer, please reply and include 
contact information I can use to get in touch with you this summer. 
 
Congrats on your work this school and enjoy your well-deserved break, 
 
Nate 
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APPENDIX C 
Scheduling Email 
 
Hi Charlie, 
I hope you have enjoyed the first couple weeks of summer.  I’d like to set up a dissertation interview for 
the end of this week or early next week if possible.  Let me know if you are available and if so what time 
and date work for you.  If that doesn’t work, let’s try to set something up for further down the road.  
Feel free feel free to offer up some dates.  We can meet wherever you would like, as long as it’s not too 
noisy for the digital recorder to pick up our conversation. 
  
Thanks in advance for helping me out with my dissertation. 
Nate Schurman 
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APPENDIX D 
Additional participant recruitment email 
 
On Fri, Jul 19, 2013 at 2:21 PM, Nate Schurman <nate.schurman@rfsd.k12.wi.us> wrote: 
 
Hi Harvey, 
 
Don gave me your name and contact information as he thought you would have some good insight for my 
dissertation. I believe he told you my research is about the experience of male elementary teachers in a 
female dominated profession.   I understand you are heading off on vacation soon but thought maybe we 
could arrange an interview sometime before you go.  I'm pretty flexible early next week. Monday 
afternoon or any time on Wednesday would work also.  I am willing to come to you for the interview, I've 
done most of these as people's homes but we can meet anywhere it is quiet enough to pick up our 
conversation on a digital recorder. 
 
Thanks for your consideration, 
 
 
--  
 
--  
Nate Schurman 
Principal 
Greenwood Elementary/Pubic Montessori 
715-425-1810 
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APPENDIX E 
Pilot Study Questions 
 
Nate Schurman 
EDLD 905 Pilot Study 
 
Proposed Interview Questions: 
1. How did you become an elementary school teacher? 
 
2. Explain the advantages and disadvantages you face as a male elementary teacher? 
 
3. Tell me about your relationship with your female colleagues 
 
4. What do you enjoy most about being an elementary teacher? 
 
5. What do you least enjoy about being an elementary teacher? 
 
6. Tell me about the climate of your school 
 
7. How do your experiences as a male elementary teacher impact your school? 
 
8. Is there anything else about your experience as a male elementary teacher that I should know 
about? 
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APPENDIX F 
Outline of Well Established Emerging Themes for Focus Group 
 
Gender Advantage 
I. Hiring 
“I think that it definitely helped me to get my first job just because when you have 
40 applicants or 400 applicants you want, doesn’t matter what the job is, you want 
something that sets yourself apart and whether that catches their eye I don’t know, 
male teacher, let’s look at them, okay here’s another one that looks good.  At least 
that gets you into that pile and all you’re hoping for is that chance to get the 
interview.”  (Participant #11) 
 
“Well, there seems to be a high demand to get males in an elementary setting, so 
if ten people applied and one is guy…I now there not supposed to look at that, but 
I think they do.  I think if it came down to a man and woman and they were 
equally qualified, I think the male would get the job because they’re looking for 
more men in the elementary school.  At least that’s the feeling I get.”  (Participant 
#6 – 5th grade teacher – 10 years teaching experience) 
 
II. Leniency 
I think for some parents…I don’t think for like my like fellow teachers just being 
a…that’s not enough.  Like we all want to know that we’re doing what we need to 
be doing in the classroom, right?  I do think for some parents that probably is 
almost enough and I mean…my hope is they realize okay, I’m not just a guy like 
I’m actually teaching I’m doing a good job.  I think the vast majority of them 
realize that, but I think for a few that might…(Participant #3 
 
I think some of the students come in more excited because they’re going to have a 
male and for many of them I am the first male teacher they’ve had.  I’m like in the 
classroom, classroom teachers.  So I think there’s some of that.  Actually I know 
that, I’ve had parents in ‘I get so excited to finally have a male’.  So it’s almost 
like I can do no wrong, - (Participant #3 
You know as a male I think…in P/T conferences I’m able to say things more 
bluntly than female teachers and not have it perceived as being, you know 
“bitchy”, it’s just that “Oh, he’s just a straight shooter”.  So I think that’s in that 
sense parents kind of give me some leeway - 395- 402 
 
I’ve never been attacked by parents like my female colleagues have 
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We make kids do push-ups and we’ve never been called on it 
 
My principal has told me he doesn’t worry about me or my program 
 
III. Student and parent excitement 
“I know I’ve had a lot of parent requests and I know part of that they really feel 
that their student needs that experience with a male or wants that experience with 
a male and hey, you know what, if my interaction with a family is going to start 
off on a positive note, take it.”  (Participant #3 
 
A lot of parents will say it, especially moms, I don’t know why they say it, but 
they’re excited when their….they’ll say ‘oh, you know’, especially moms of boys.  
They seem to think it’s great that there’s another male role model in their kids life 
or whatever, and I think the kids like it too. (participant #6) 
 
People make a lot of comments about ‘oh, it’s so great to have a guy in this 
school’ and can’t wait till my child has an elementary teacher, (participant #6) 
 
IV. Classroom Management 
What I know is that I’ve seen a female trying to get students attention and try four 
or five times and it takes me once to say the exact same thing and they all stop.   
So I think in some ways, females have to come up with more strategies and more 
ways to reach kids when it comes to the more classroom management kinds of 
things than maybe even a male does, depending, but I think generally speaking 
that is just sort of physiologically how we are.  That’s something I’ve noticed the 
classroom management. (Participant #3) 
 
Closer Scrutiny regarding work with Children  
I. Physical Contact 
It’s totally fine for females to do that, is the impression I have.  I don’t think I 
gave a student a hug until two years ago.  I was like no, that’s something that’s 
probably not appropriate, but then on the last day I had some girls come up and 
want to give hugs, and I thought if the parents were there, and I was like okay, so 
I kind of did the side hug.   
 
and I’ve been really a hands-off as far as…I know there are teachers who feel 
comfortable hugging students, but that’s one  were I’d give them a high five 
instead sort of thing (participant #7) 
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I always felt that by being a male in an elementary school, you have to be more 
careful than your colleagues (participant #7) 
 
I do feel like I said before that I need to be careful on how I treat my students, 
especially the females.   I think that there’s a target on most men’s back and I 
think that’s the same at the high school though as well.  I think you have to be 
really careful because in today’s society that’s a societal thing, (participant #6) 
 
Participant 8 
Nate:  Do you hug? 
R:  Yeah. 
Nate:  Even though you’ve been told that you can’t touch kids? 
R:  Yeah, but see the source of the telling was not like a principal.  It wasn’t a 
superintendent.  I don’t remember seeing it in a policy book anywhere. 
Nate:  It’s just kind of out there? 
R:  Yeah, yeah, and so for me, and I’ll say this with a grain of salt, I’d almost 
rather not teach if I couldn’t hug a kid, you know? 
 
II. Open door policy 
I would say, always been taught,  don’t ever put yourself in a situation which you 
are one-on-one with a girl because of all the crud that goes on out there.  I think 
you could be in a situation where you could be one-on-one with a boy and just 
have a conversation but I would never put myself one-on-one with a girl and so 
anytime I would have to have a conversation with a girl I always made sure a 
friend or two of hers would came in so there was a group of us or I would try to 
bring in a another colleague as well.  (Participant #2 
I don’t know if I was ever told this, but it’s a good idea to not be in a classroom 
alone with a student.  Because if that student leaves the classroom anything can be 
said and there’s nobody else there to witness any of it, so, to meet in more public 
settings. I don’t know if a woman, my female colleagues think about that at all or 
need to think about that at all.  It’s something I’ve always kind of….okay I need 
to talk to this student about this, let’s meet right here, this common area. 
(participant #7 
III. Parents’ worries 
I would have a parent or two who would express some trepidation about not sure 
how a male teacher is going to be and they almost feel their worries would affect 
their kids.  Like they would hear that and they would expect for themselves a true 
different experience.  That happened both with 1
st
 grade and with 2
nd
 grade and 
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what’s funny is by…you’d have this month of this well, I’m not sure how it’s 
going to go, she’s not sure with a male teacher what it will be like and it would 
always turn out wonderful.  So then I’d hear at the end of the year, you know at 
the beginning of the year we weren’t sure, but it worked out so well.  (participant 
#7) 
last year there was a family who did not want their child to have a male teacher 
and it was my first time ever.  And this was just last year.  Mom was willing to go 
to superintendent to make sure I didn’t have their daughter in my class 
(participant #8) 
Role Model 
I. Opportunity for children without positive male figures in their lives 
I mean I think in education in general, but especially in elementary ed, you see a 
lot at the school I’m at, there are plenty of kids who either don’t have strong male 
role models in their lives or any male role models in their life.  (Participant 3) 
I think it was typically our male students that we kind of figured were ones that 
maybe need more of that male role model.  Yea, just a male in their lives.  They 
lived with mom or grandma.  (participant #7) 
And you saw that as a positive thing, so that was something that you 
appreciated, was that those children were placed with? 
 R:  Yea, definitely.  (participant #7) 
The opportunity for kids to see how an adult can function in their lives in a 
responsible, respectful way and they get the chance to see me, you know, being 
the best person that I can be in each setting.  (participant #8) 
II. Broadens career aspirations for children 
having somebody that they can look up to and say that’s a successful person, I 
could see myself doing what they are doing, and he’s saying for some of these 
guys when there are at a young age to see a male being successful is a really 
important thing because they can relate to being a male.  (participant 3) 
Right, well I think that kids needs to see how an adult male should or should not 
act and behave around other kids.  See that I’m a male, I teach kids, open up 
possibilities for kids to do, it doesn’t have to be a farmer, you don’t have to be a 
policeman, you know, you can be whatever it is you want to be.  But just also the 
fact that male men can be trusted (participant #8) 
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III. Role Modeling is in line with me being myself 
When questioned about having to role model a certain way? 
I’ve kind of come to the conclusion that for me to be the best teacher I can be, I 
just have to be myself (participant 3) 
Participant #7 
When you had to fill the role of being the man in the child’s life, whether it was 
being a role model or being a male figure, did you ever question how you should 
portray yourself for that child? 
R:  No, I mean I would just be the same teacher.  I wouldn’t try to be something 
that I wasn’t.  Just be that….I wouldn’t change really just to suit one student 
Q: should be a role model of a manly person or I should be a role model of a 
person who can be a man who can be nurturing who can have a mothering side 
which seems to be a little bit more accepted in society now. 
R:  That, no, that never crosses my mind.  I think I am a role model of a good 
person 
So I just try to be the best person that I can be (participant 8) 
 
Participant 12 
I'm just expected to be a good role model (not to role model male behaviors) 
whatever a good role model is, that’s the expectation.  My model is who I am, 
which is male, but I've never felt pressure to do that or something else 
Male Companionship 
I. Guy time 
But I tell you, after working with women and kids a lot, I need to be a guy.  I need 
to go back to doing what I do as a man, and just to be a man, and not to be soft, 
and to be kind.  I want to like, you know I hang out with guy friends and they call 
me names, they insult me, they’re mean to me and I love it and I do the same to 
them and so I get my guy time, so yeah I spend a lot of my life with kids, being 
appropriate, being nice and respectful all the time and I’m really good at that, but 
there are times when I need to go to the other side and kind of get back to just like 
raw-guy, you know.  I guess, and that’s kind of what I’m guessing is what I meant 
to just be the man, so when I say “hey dude, what’s up?” that’s also just being a 
guy, you know shallow, kind of dumb, not very intelligent, you know… 
(participant #8) 
279 
 
 
And the guys that I work with, I purposely try to seek them out sometimes just to 
check in because they are men and I never get to see men in a day, so I seek them 
out and we talk on a surfacey, fun level for the most part (participant 8) 
 
II. Importance of male companionship 
it was really nice for me to every once in a while go into his room and be like 
‘okay, is this ridiculous or what because this was the response I got from so and 
so’ which almost always was a female.  And so it was nice for me to have a 
person to be able to go and talk to about that stuff and get ‘hey, am I overreacting 
to this, am I not? What do you think about this?” and then even just something as 
little as ‘hey, did you see the Vikings game yesterday?’  (Participant #3) 
Q:   What if your teaching teams were comprised of only guys? 
“I would have had a blast.” (Participant #2) 
Q: Do you miss the male companionship that you had at your former school? 
R:  Sometimes.  You know when you’re the only guy, you know even if there 
was one more guy to go and talk to that would be kind of nice(participant #6) 
And like I said earlier, I like to seek out the men when I have a chance because I 
can “high five” them.  I can say “how’s it going dude?”, you know like regular 
stuff.  The women are a lot, they’re nice.  I like them. 
 
Nate:  But you can’t “high-five” them and you can’t say “how’s it going dude”, 
there’s a difference there? 
 
R:  There is a difference there. 
 
III. More guys wanted 
I would like more guys here if we could have it (not due to instruction as men and 
women teach equally well) -  
 
I would be happier if there would be more guys  
 
I would say the things that I least enjoy is the fact that there aren’t more male 
colleagues.  I wish there were. (Participant #2) 
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APPENDIX G 
Outline of Themes Requiring Further Exploration by the Focus Group 
 
Working with women 
I. Gossip, Cattiness, and Moving Forward 
She wanted to talk bad about me afterwards, so that kind of stuff guys, at least the 
guys interact with tend to let that stuff go like maybe we’ll never be best friends 
but we’re not going to hold on to it and have it affect us down the line whereas it 
did affect that relationship at the beginning. (Participant #3) 
it’s just kind of interesting sort of the politics of men and women and the cattiness 
that goes on in the lunchroom, drives me crazy.  That would be as a guy I 
don’t…and the…I don’t know for the gender thing, the lack of flexibility that the 
ladies seem to have.  “Well, we’ve always done it that way”.  So what, you know?  
Maybe we should change.  And the things they can say about other teachers that I 
would never dream of saying. (participant #6) 
Sometimes women can be very sharp with each other as well.  I haven’t seen the 
men be as sharp as the women sometimes, they can be a little more, not catty, just 
a…I’m not sure what I’m trying to say.  (Participant 8) 
when my mentor (who was a woman said "Oh Participant #5,  I'm so glad you got 
hired, I am so sick and tired of working with all these old cats for so many years" 
(Participant #5) 
Girls can get in a fight or an argument and they’ll recall stuff that happened two 
years ago and guys when they get into an argument, they might physically punch 
somebody in the nose, but it’s done and they let it go and they move on 
(participant #6) 
 
II. Watching what you say and how you say it 
I think males can have a strong discussion, but move on from that.  Like you can 
high-five each other after and be like you know what, that was a great discussion.  
I think in having a strong conversation with a female, you get a little leery as a 
male because you don’t want to say anything that…you’re not trying to offend 
somebody. (Participant #2) 
 
Some people don’t like it when I’m direct.  I’m not trying to be disrespectful, but 
I feel like it has happened with some women where I was trying to be direct with 
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what I wanted to say, here’s what I need, and then I did it, and it backfired and 
didn’t go really well.  (Participant 8) 
 
When at a training last week with only women)I found myself last week really 
thinking through things before I said them (Participant #2) 
 
 
III. Double standard 
I mean for example in our training we just had last week, somebody made a 
comment and it was, and again they’re all females, it was a sexual comment, and 
so they all sat there all laughing and I’m like ‘Oh, I get it”, so if I were to say that, 
you guys wouldn’t be laughing and I’d be in trouble.  (Participant  #2) 
 
I think that they would talk about them and then on a side note, go, “Oh, sorry 
Participant 12….we’re talking about menopause, menstrual cycles, bra sizes and 
birth plans again…sorry about that” and which my response would be “That’s 
okay, not a big deal” and most of the time it wasn’t a big deal, but at times I 
would have liked to say…I’m kind of offended, because what  I do is I’d take the 
standard, that seems to be out in society in general and like to look at it both 
ways.  (Participant # 12) 
 
So, if as a group of guys you’re sitting around talking about the morning woody 
you had, which is a natural biological thing, if you were talking about that in a 
room with two women…..I mean….you’d have law suits and you’d be reported 
on…(Participant  #12) 
 
IV. Their perception of male elementary teachers 
 
Doing Gender 
I. Role Playing 
a. Necessary for success in the elementary setting  
In order to fit into this setting, do you feel pressure to portray a certain self?  If I 
want to be successful at the elementary level, then yes.  (Participant  #12) 
 
b. Hyper-masculinity 
 
c. Hypo-masculinity 
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“And it does take me energy and effort to be that nurturing, caring, loving 
individual sometimes.  And sometimes I just want to go back to being a man, and 
I feel like you know…and I do have to like, you know, go there and do that job 
and be that because that kid needs a mom.  And I say that, you know, everyone 
needs a mom sometimes. Because the mom’s do things that the dads can’t do, and 
so if I’m a man in that setting I do my darndest to be that mom when they need 
that mom, or kind of play the dad, you know, even when I wasn’t a dad, still play 
that I’m not a woman, but I can care for you, tend to your scrapes and boo-boo’s 
and yet maybe even not be super-emotionally attached in a way.”  - (Participant 
#8) 
 
II. Discomfort at Work 
There’s been a couple times where I’ve said things like after a while it’s like, “are 
you kidding me”, so then I’ll finally say something like “so, how do you think the 
Vikings are going to do this weekend?” and then they’ll kind of stop and look at 
me and kind of laugh and they realize that maybe I’m kind of uncomfortable, and 
then they’ll usually….not always though, they just keep going. 
As a male if I were to go to my superior and say….”You know, the women in the 
lunchroom keep on talking about their menstrual cycles on heavy days and light 
days, and I’m getting a little  uncomfortable”.  I have a hard time….well, 
something may have been done, but I have a hard time thinking I would have 
been taken seriously.  And had I been taken seriously I feel that I may have been 
reprimanded in other ways, maybe not by my superiors, but by my co-workers.  
(Participant #12) 
Being who I truly was, I think I was hiding, and I think it was just because the 
lack of being able to bring that male aspect out and talk to other males.  
(Participant #2) 
It’s harder to hide at my school, so I found that if I don’t eat, they come and find 
you, so usually I just go, but it’s more work stuff that their talking about but it’s 
just the way that their doing it.  (Participant #6) 
Gender Issues and the Impact on School Climate 
I’m fairly calm, logical, I don’t get necessarily caught up with my emotions.  I 
was at one school in another town where I think if there would have a few more 
males that would have been a few less problems, because there was so much 
teachers talking about other teachers and getting emotionally upset to the point of 
crying or yelling.  I don’t mean to make generalizations, but it seems to be the 
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generalization that I saw and I can’t remember sitting around with a group of male 
friends or males in general and people are crying about an issue.  (Participant #12) 
I remember several of the women say "I'm so glad you guys are here, you just lay 
it on the table, we discuss it, we deal with it and it's done."  (Participant #5) 
new male teachers, everyone is looking forward to. restart, a refresh on some long 
standing negative relationships and less likely will build into negative 
relationships (Participant #5) 
 
I think it will just be a little easier for everyone to get along when it's more close 
to a 50/50 mix of men and women  (Participant #5) 
Power 
I. Veteran Staff 
a. Women take an active role 
 
They are veteran teachers.  So I would say 15 years plus.  15-25 years.  At the 
current moment they are all female.  But I feel like we did have some negativity 
in the past from a male staff member that wasn’t necessary one to get on board 
with the initiatives and change and that, so at the moment they are 
females…(Participant #13) 
 
It suppresses the movement of forward ideas and progression.  They hold the 
power because they’re prohibiting someone else from moving forward into a 
degree.  An obviously everyone has a choice in the end, but if you feel that 
uncomfortable that your unwilling to approach someone, then I think that the 
person who is unapproachable has power.   (Participant #13) 
b. Men generally take a back seat 
Yea, I mean in the hierarchy group it seems to be that….gosh I would even 
say….for the most part I would say that the older men didn’t even…they were 
kind of…..what’s the word I’m looking for….irrelevant in the equation of it 
almost.  Yea, that’s what I’d say. (Participant #12) 
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APPENDIX H 
Participant Interview Questions 
 
1. Tell me about the process of become an elementary school teacher. 
a. Any definitive events or contributing factors to your decision? 
 
2. Describe for me your typical days teaching. 
a. What do you enjoy most/least? 
b. Your best/worst experiences? 
 
3. Tell me what it means to you to be a male in a predominantly female occupation? 
a. What are the advantages or disadvantages associated with this dynamic? 
b. Discuss your relationships with teacher of the same/other sex. 
c. Are you ever uncomfortable at work?  Like you don’t fit in 
i. Describe these times. 
ii. Do you do anything to try and overcome this discomfort? 
d. Do you discuss these things with your colleagues? 
i. What is the conversation about? 
 
 
4. What is the typical reaction of others to your occupation? 
a. Family, friends, colleagues, students, parents 
i. Mostly positive or negative 
 
5. What have you heard about males/females in elementary teaching? 
a. Does that influence you in any way? 
b. How about teachers of the opposite sex? 
 
 
6. How do the experiences you discussed previously impact your school? 
a. Positively or negative 
i. What would make it better? 
 
 
 
7. Is there anything else about your experience as a male/female elementary teacher that I 
should know about? 
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APPENDIX I 
Revised Interview Questions 
 
Participant Interview Questions 
Change July 10 
 
1. Demographic questions:  Age, School, years teaching, at what grade levels, married, 
kids… 
 
2. Tell me about the process of become an elementary school teacher. 
a. Any definitive events or contributing factors to your decision? 
 
3. Describe for me your typical days teaching. 
a. What do you enjoy most/least? 
b. Your best/worst experiences 
 
4. Tell me what it means to you to be a male in a predominantly female occupation. 
a. What are the advantages or disadvantages associated with this dynamic? 
b. Discuss your relationships with teacher of the same/other sex. 
c. Are you ever uncomfortable at work?  Like you don’t fit in 
i. Describe these times. 
ii. Do you do anything to try and overcome this discomfort? 
d. Do you discuss these things with your colleagues? 
i. What is the conversation about? 
 
5. What is the typical reaction of others to your occupation? 
a. Family, friends, colleagues, students, parents 
i. Mostly positive or negative 
 
6. What have you heard about males in elementary teaching? 
a. Does that influence you in any way? 
b. How about teachers of the opposite sex? 
 
7. How do the experiences you discussed previously impact your school? 
a. Positively or negative 
i. What would make it better? 
 
8. Define male role model – struggle to fill that role 
 
9. Do you feel like you are part of the group 
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10. Is there anything else about your experience as a male elementary teacher that I should 
know about? 
 
 
11. OK to call with follow up questions?  See transcripts focus group study? 
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APPENDIX J 
Focus group interview scheduling email 
 
 
Greetings, 
 
I hope this finds you well.  
 
I emailing in hopes of setting up the group interviews I need to complete as part of my 
dissertation.  If you remember, during our one on one interview this summer you agreed to 
participate in a group interview.  I am looking to schedule the group interview some evening in 
the early part of December.   
 
Can you please reply with answers to the following two questions? 
  
1. What dates are you NOT available in the evening (6:00 – 8:00)  between December 1st and  
December 18th?    
 
2.  Would you be willing to open your school classroom as a location for this group interview? 
     Thanks for getting back to me.  
 
Sincerely, 
 
Nate 
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APPENDIX K 
Focus group interview reminder email 
 
 
Hi All, 
 
I hope this finds you well.  Our group interview is just a couple of days away.  Thanks in 
advance for participating in the group interview. I'm attaching two different items for you to look 
over before Wednesday if you can find the time.   
 
The first item is the outline of "Well Established Themes".  We won't spend much time on this 
one but feel free to look it over if you'd like.  
 
The second item are the outline of "Themes that need Further Exploration".  We will spend most 
of our time on this document so if you do have time, it would great if you can review it and put 
some thought into it. 
 
As a reminder our meeting is scheduled as follows: 
 
*Tuesday December 17th, 6:00 - 8:00 p.m.* 
*xxxxxxxxxxxxxxxxx School* 
*1---- xxxxxxxxxxxxx MN, 5-----* 
 
We will meet in room number 609.  You can enter from the south side of the building through a 
set of doors that are left open for families to pick up their kids from our after school program. 
 The main office doors are locked 
but to the right (or east) of the main office are a set of doors that should be open.  The classroom 
phone number is 651-------- if anyone needs assistance. 
 
See you Tuesday, December 17 
 
--  
Nate Schurman 
Principal 
Greenwood Elementary/Public Montessori 
715-425-1810 
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APPENDIX L 
Focus group interview questions 
 
 
1. Are there any aspects of the well-established themes you would like to disucss? 
 
 
 
2. Describe what it is like working with women in the elementary school setting?  How do 
the gender dynamics within the school benefit or challenge the school?  What if anything 
do you do to overcome or deal with those challenges? 
 
 
 
3.  Can you be yourself at work?  What times can you and what times can’t you?  How do 
you change your behavior and why do you do that? 
 
 
4.  Are you ever uncomfortable at work?  Why?  Do you do anything to increase your level 
of comfort? 
 
5.  Is there a hierarchy in your school?  Besides the principal, what kind of people hold the 
power?  Is there  a gender component to this? 
 
 
 
6. Now that you’ve reviewed the well-established themes and the themes needing further 
exploration, are there any final thoughts regarding your experiences as men elementary 
teachers you would like to share? 
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APPENDIX M 
Focus group informed consent form 
 
Script and Questions to Assess Understanding 
 
Script: 
I am conducting research about the lived experience about male elementary school teachers and 
the impact of those experiences on their school.  This research may ultimately be included in my 
doctoral dissertation on this topic.  
I would like you to participate because you are an elementary school teacher who does not work 
in my school district.  I would like to learn about your experiences and your perceptions of those 
experiences. 
 
Questions to assess understanding: 
1. What do you think your participation will contribute to my research? 
2. Why do you want to participate? 
3. What concerns do you have about participating?  
4. How do you feel about having our conversation audio taped? 
5. What questions do you have for me about your participation? 
 
_____________________________   ________________ 
Signature of Study Participant     Date 
 
_____________________________ 
Print Name of Study Participant  
 
______________________________   ________________ 
Signature of Researcher     Date 
 
291 
 
 
APPENDIX N 
Informed Consent Form 
 
CONSENT FORM 
UNIVERSITY OF ST. THOMAS  
Elementary men: How do men express and make meaning of their experience as elementary school 
teachers? 
#457938-1 
 
I am conducting a study about the experiences of male elementary school teachers.  I invite you to 
participate in this research.  I selected you as a possible participant because you are a male elementary 
school teacher working outside of my home district and state.  Please read this form and ask any 
questions you may have before agreeing to be in the study. 
 
This study is being conducted by:  Nate Schurman as a part of my dissertation for my Ed.D. in 
Leadership, under the guidance of dissertation chair, Dr. Kate Boyle in the Department of Leadership, 
Policy, and Administration.  
Background Information: 
The purpose of this study is:  To explore how men express and make meaning of their experiences as 
elementary school teachers. 
Procedures: 
If you agree to be in this study, I will ask you to do the following things:   
 Participate in a 60 – 90 minute audio-recorded interview about your experiences as a 
male elementary school teacher.   
 Participate in a 60 minute audio-recorded focus group discussion. 
 
Risks and Benefits of Being in the Study: 
The risk of your participation in this study is that your experiences and your perception of those 
experiences will be available to anyone who reads the dissertation.  However, in order to minimize this 
risk, your name and your school’s name will be withheld and pseudonyms will be used.  
 
Compensation: 
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There will be no compensation for the participants. 
Confidentiality: 
The records of this study will be kept confidential.  In any sort of report I publish, I will not include 
information that will make it possible to identify you in any way.  The types of records I will create 
include audio recordings, transcripts, and computer records, all of which will be kept in a secure 
location.  The interview transcriber and I will be the only individuals with access to data collected, 
however I will be the only person connected with this study able to identify you as an individual 
participant.  All materials collected and developed during this research will be destroyed upon the 
completion of the dissertation. 
Voluntary Nature of the Study: 
Your participation in this study is entirely voluntary.  Your decision whether or not to participate will not 
affect your current or future relations with the University of St. Thomas.  If you decide to participate, 
you are free to withdraw at any time up to and until August 1, 2013.  Should you decide to withdraw 
data collected about you will not be used in the dissertation.  You are also free to skip any questions 
asked during the interview process. 
Contacts and Questions 
My name is Nate Schurman.  You may ask any questions you have now.  If you have questions later, you 
may contact me at 715-579-5358.  You may also contact my instructor, Dr. Kate Boyle at 651-962-4393.  
The University of St. Thomas Institutional Review Board can be reached at 651-962-5341 with any 
questions or concerns you may have. 
You will be given a copy of this form to keep for your records. 
Statement of Consent: 
I have read the above information.  My questions have been answered to my satisfaction.  I consent to 
participate in the study and consent to have an audio recording made of my interview.  I am at least 18 
years of age.   
_____________________________   ________________ 
Signature of Study Participant     Date 
______________________________________ 
Print Name of Study Participant  
______________________________   ________________ 
Signature of Researcher     Date 
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APPENDIX O 
 
 
